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Abstract: The thesis is essentially an explication of a research paradigm, referred to as the Creative Analytic Paradigm (CAP), which is a basic category of social research encompassed by a superordinate category, referred to as generative social research. The thesis presents a contrasting concept of social research to that of paradigms located within quantitative, qualitative or mixed methods research. The approach to writing the thesis has endeavoured to reflect the character of the research process by incorporating extracts from a memo dataset and by dispersing elements from the substantive content within the encompassing context of paradigm development. The thesis contributes to the burgeoning discourse related to the development of reflective practice and future of qualitative research, including prospects for post qualitative research.
  The substantive content of the thesis comprises five satellite topics illustrating the genealogy of the CAP with a particular focus on the Generative Divergent Analysis (GDA) model. The general area of interest, referred to as the primary sensitizing concept within the terminology of the CAP, is the early-years physical learning environment. The thesis presents a process model of research which supports a being-in-relation to evocative objects related to the physical learning environment. The contemplative dispositional nature of the paradigm valorises acquaintanceship and ongoing relationship as part of a personal aesthetic. The potential for professional practitioners utilising this approach to research in the context of an ongoing professional conversation is in the focus on fluency and flexibility of reflective thinking, the generation of unbounded ideas and differentiation of the perceptual and conceptual field.
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Guide to reading the thesis

Chapter 1: The Preamble focuses attention on the choice of Creative Analytic Paradigm (CAP) as the denotation for this way of approaching research. Specific attention is also given to the way the thesis originated and to the potential for multiple research designs within the CAP. The focus on writing format is particularly important as the approach represents the process and transformations of this more fluid relationship concept of research. Attention is given to the use of memo dataset entries included throughout the thesis as a way of contributing to the developmental flow. The first three chapters include references to concepts within the CAP and the reader is advised to consider dipping into sections of chapters 4, 6 and 7 in order to develop a clearer understanding of the methodological concepts and substantive content.
Chapter 2: The focus on the history of educational research presents an outline of major trends as a context for locating the CAP within the changing landscape of educational research. This is followed by a consideration of the concept of educational research which includes a comparison between different forms of educational research including action research, as one of the major forms, and reflective practice. This approach suggests a range of concepts of educational research and paves the way for explication of the CAP in the ensuing chapters of the thesis. The context of this backdrop of general and specialised approaches to research allows a clearer view of the CAP conceived as a generic form of contemplative activity, flexible enough to accommodate an indefinite range of research interests. Chapter 2 continues with a focus on Conceptual and Cubist art, as well as arts based research, in order to draw attention to the way in which the CAP originated and to emphasise the nature of the CAP as a personal aesthetic. Themes from these art movements are highlighted with specific reference to the nature of the CAP. The chapter concludes by focusing on the influence of research perspectives which influenced the development of the CAP.  Although there is not enough space within the thesis to contrast the CAP with the full range of theoretical perspectives within qualitative research, attention has been given to Layder’s (1998) adaptive theory and semiotics.
Chapter 3: The contextual structure of chapter 3 is the consideration of basic beliefs and critical paradigm issues undertaken by Guba & Lincoln, presented in successive editions of the Handbook of Qualitative Research (Denzin & Lincoln, 1994, 2000, 2005). The intention has been to provide a foundation for establishing the unique identity of the CAP within the context of the identified paradigmatic controversies. Chapter 3 begins by considering the problematic concept of paradigm in its historical context. In order to facilitate the process of paradigm development, the chapter proceeds by focusing on values, commensurability, research questions and the issue of evaluating quality. Memo dataset entries have been included as postscript items at the end of the ‘place of values’, ‘commensurability’ and ‘research questions’ sections to provide an initial point of encounter with the perspective of the CAP. The approach to evaluating quality is approached in a generic way but concludes with specific attention to the concept of quality within the CAP. The reader may prefer to read this more specific concluding section in conjunction with chapters 4, 6 and 7.
Chapter 4: This chapter comprises a detailed consideration of the main concepts of the CAP: 
	The chapter begins by focusing on the ‘evocative objects’ alternative to research questions. Particular attention is given to Turkle’s (2007) ‘Evocative Objects: Things We Think With’ as the foundation for the methodological alternative to research questions. The section includes a specific example of the application of this way of thinking in relation to a reading area in a reception class.  
	The next section focuses on the dispositional nature of the CAP and includes an instance of the unhurried contemplative process. The section concludes with memo dataset entries focusing on the concepts of contemplation and disposition. The reader may find it useful at this point to refer to the section entitled ‘Creative Analytic Paradigm as process’ further on in the chapter, as this develops the contemplative way of thinking further. 
	The chapter continues by identifying the specific perspective of the CAP in relation to sensitizing and orienting concepts. Memo dataset entries relate the idea of sensitizing concepts to active and latent evocative objects, and may therefore be read also as a useful supplement to the earlier section on evocative objects. A memo dataset entry is also included to exemplify use of orienting concepts in relation to Auge’s (1995) concept of non-place. 
	The section on interpretation is subdivided into two parts in order to convey a sense of ongoing process while drawing attention to the three main forms of interpretation within the CAP. As with the preceding sections illustrative examples are embedded within the text. 
	The focus on the heuristic use of poetry draws attention to both the placeholder and communicative value within the process nature of the CAP. The section also includes a series of poems written as initial responses to evocative objects together with commentary connecting the poems to related satellite topics.
	The next section traces the genealogy of Generative Divergent Analysis (GDA) beginning with approaches to coding, including particular attention to the views of Strauss & Corbin (1998), Clarke (2005), Richards (2005), Mason (2006) and Layder (1998). Illustrative examples are included in relation to the classroom displays and toys satellite topics. The CAP memo dataset, as a partially constructed text created through ongoing revision, is referred to in the context of Richards’ (2005) topic coding and exemplified in relation to classroom observations and the theme of Supermodernity. The focus on Mason’s (2006) approach to coding includes specific reference to ‘intellectual puzzles’ and ‘unfinished resources’ as particularly relevant for the CAP’s generative approach to analysis.  The idea of ‘satellite topics’ as conceptual clusters comprising contiguous ideas is developed in relation to Layder’s (1998) approach to coding and illustrated with reference to the ‘partition screen’ satellite topic. This is followed by a summary of characteristics of satellite topics. This section concludes with a full explication of the GDA model as an additive process of analysis in the context of models of analysis and of creativity.  Attention is given to constituent components of the GDA model beginning with the concept of ‘analysis’, followed by ‘divergence’ and then ‘generativity’. Characteristics of ‘turning towards’ and ‘turning away’ from the evocative object are also identified.
	The focus on the CAP as process builds on the dispositional nature of the paradigm. The section begins by drawing attention to the broader context of ‘process philosophy’ and then emphasises the comparison with the development of human relationships through mutual valuing rather than interrogation.
	The approach to the ‘Conceptual canvas’ section is to include an edited version of the memo dataset prepended by a statement of themes considered during the period 9/2/2008 – 27/11/2010 as this helps to maintain the general awareness of the process nature of the paradigm. The section also includes a consideration of the nature of data within the CAP.
	The chapter concludes with a focus on the potential for rhyzomatic and radial forms of the conceptual canvas. Examples are included in order to illustrate these different forms.
Chapter 5: Literature review. The chapter focuses specifically on the literature of environmental psychology and includes reference to texts which are themselves literature reviews. The structure of the chapter has been influenced by the approach of Bonnes & Secchiaroli (1995) and Saegert & Winkel (1990). The chapter has a broadly chronological structure beginning with the behaviour settings approach and ending with place theory, though more recent contributions to the literature have been added to the relevant sections as appropriate. The literature review may be regarded as a generic source for orienting concepts to support development of the satellite topics developed in chapter 6. However, the generative nature of the CAP precludes identifying topics and themes in advance of the ideas originating in the encounters with evocative objects. Consequently the satellite topics presented in chapter 6 also include reference to literature, though more specifically related to the individual topics. 
Chapter 6: This chapter includes five satellite topics presented as unfinished resources in a broadly chronological sequence though revisiting makes the temporal boundaries less distinct. The genealogical approach when presenting the satellite topics aims to convey a sense of engagement with the process nature of the CAP. The first satellite topic, ‘Classroom displays’, focuses on rating scales, categorisation and quality. Although this topic was commenced prior to the development of the GDA model, attention is drawn to elements of the model as part of the conclusion to this section. The next satellite topic, Opportunities and constraints’, also commenced prior to the development of the GDA model, was originally motivated by the preoccupation with producing a multimedia interpretation. The layout of this satellite topic traces parts of a conversation with the class teacher while walking around the classroom. The dominant theme of ‘constraints’ eventually emerges as the more central evocative object, though several areas of interest are encountered en route. The third satellite topic, ‘Pictorial timetable’ is a good example of the way in which the GDA model encompasses engagement with the original evocative object through overlaying meanings in conjunction with orienting concepts. Throughout the topic the poetic encounter continues to resurface though the emergent themes move away from the object to encounter the classroom as third teacher and include related images from other settings. The fourth satellite topic, ‘Partition screen event’, begins by envisioning one particular event within the context of Auge’s (1995) concept of non-place and proceeds by drawing on related experiences from other parts of the setting and settings when developing associated themes of productive use of space, semi-private space, environmental challenge, place creation and ownership. The generative divergent analysis (GDA) then turns away from the specific evocative object, utilising themes from Supermodernity to locate related observations in the broader context. The effect is an entanglement of ideas originating in the partition screen event. The final satellite topic, ‘Toys’  begins with a focus on three texts as an orienting context and which also provides a foundation for turning away from the evocative object to broader areas of interest. This is followed by turning towards the evocative object with reflection related to descriptive and explanatory themes. Observations of related events are noted throughout as part of the associational way of reflecting. The satellite topic concludes by revisiting generated ideas, including a focus on gender, within the context of conversational learning (Baker et al 2002).
Chapter 7: This chapter focuses on the CAP as a basic category of research within an encompassing superordinate category referred to as ‘generative social research’.  In view of the complexities associated with categorisation my approach is to consider existing forms of research that have some resemblance to a cognitive model of generative social research originating in the CAP including exploratory research, critical pedagogy, arts-based research and semiotics. This approach begins the process of giving identity to the category of generative research. The chapter concludes by focusing on recent themes of post qualitative research (St Pierre 2011).
Chapter 8: The final chapter reviews the development of the thesis highlighting areas of particular interest and personal significance. Attention is then directed at practical considerations for moving forward with the CAP and generative social research.











  Use of the phrase ‘creative analytic’ originated from reading Richardson & St. Pierre’s (2005) ‘Writing - A Method of Enquiry’ which sought to develop the link between social science and literary writing as a means of increasing the appeal of research writing. Richardson noted that,
“… the sacrosanctity of social science writing conventions has been challenged. The ethnographic genre has been blurred, enlarged, and altered with researchers writing in different formats for a variety of audiences. These ethnographies are like each other, however, in that they are produced through creative analytic practices. I call them ‘CAP [creative analytical processes] ethnographies’. This label can include new work, future work, or older work – wherever the author has moved outside conventional social scientific writing. CAP ethnographies are not alternative or experimental; they are in and of themselves, valid and reliable representations of the social. In the foreseeable future, these ethnographies may indeed be the most desirable representations because they invite people in and open spaces for thinking about the social that elude us now.” (p.962)
  During the development of the paradigm it soon became evident that the Creative Analytic Paradigm (CAP) is not synonymous with Richardson & St Pierre’s creative analytic practice or creative analytic processes. The prospect of changing the name to Generative Divergent Analysis Paradigm (GDAP) was considered as well as the simpler Creative Paradigm (CP) but GDAP is less intuitive and appealing and CP seems insufficiently research oriented. Seymour Papert and Jean Piaget are a good example of where similar words have different meanings i.e. Papert’s ‘Constructionism’ is not the same as Piaget’s ‘Constructivism’ though the ‘v’ word is more well-known than the ‘N’ word (Ackermann 2001). I have therefore decided, at least for the time being, to keep Creative Analytic Paradigm, though acknowledge the similarity of the phrase to Richardson’s Creative Analytic Practice or Processes.
  During the course of writing the thesis I decided to change the title near the start of 2010, three years after the formal registration, from “Using a creative analytic paradigm when building a multimedia interpretation of the Early Years physical learning environment” to “Developing a creative analytic paradigm in relation to the early-years physical learning environment”. This was actually an important development at a personal level. The Research Degrees Board (RDB) had suggested at the RDB1 stage that the thesis be submitted as a text document though my original plan was to create a multimedia exploratory journey. I want to emphasise here that I am not abrogating responsibility for the thesis by making this change of direction in response to the RDB. I would also emphasise that the thesis has been strengthened because of this change insofar as multiple subordinate categories (research designs) have emerged into view.  The change of emphasis is specifically at the level of how the paradigm is being instantiated and how the research is being written. To begin with the paradigm was being developed while building a multimedia interpretation though the original title gave insufficient emphasis to the need to develop the paradigm. On the one hand there was the process nature of the paradigm while on the other there was the unconventional approach to writing. The updated version of the title emphasises the focus on developing the paradigm while maintaining the substantive area but without giving specific attention to the writing format. As this was such a significant moment, this suggestion of the RDB is considered further in the next section of the thesis which follows this Preamble; and the focus on research categories, including subordinate categories, is considered in chapter 7 which focuses on the idea of ‘generative social research’.
History of the development of the idea of the thesis
  The idea for this research originated approximately ten years ago, in 2002, as a curiosity to see a range of primary school classes. As a teacher I had always felt the desire to see the way other teachers organised their classrooms and, as a teacher of National Curriculum age groups, I was particularly keen to become aware of early years settings. When the opportunity presented itself I began videoing classrooms across the age groups and planned to compile these videos onto a CDROM for trainee teachers. I chose to use video because it provided a more complete and holistic view. The aim was to support broadening the students’ experience, as the number of schools and classes they would be experiencing during their three year course seemed limited. 
  As a rule of thumb for compiling the CDROM video collection I opted for a casual form of the constant comparative methodology influenced by grounded theory ideas presented by Strauss & Corbin (1998). At the time this seemed a relatively straightforward approach: same age classrooms that appeared sufficiently different were to be included in the compilation. It soon became apparent that despite digital video compression file sizes were relatively large and that several CDs would be needed and so the scale of the project started to become a disincentive.
  As the project progressed it became more consciously a research project rather than the original idea of a resource for student teachers. I was using the ATLAS.ti qualitative data analysis software and a process of open coding as a way of analysing the videos as part of an exploratory approach. Spradley’s (1980) ‘Participant Observation’ had suggested domain analysis as a first step leading in the direction of the more hierarchical taxonomic analysis. Eventually however there was a sense of going nowhere: I seemed to be simply doing content analysis of the physical aspects of the classrooms. Also insofar as I had been reading about grounded theory I was conscious of the lack of ‘action’ and was wondering why I was going to the trouble of producing such a detailed content analysis. The interest in the physical setting was still very evident but I was now engaging with the problem of problematizing the physical setting. I tried ‘reframing’ (Schon 1991) the focus using the physical classroom environment as the structural conditions within which action/interaction and consequences could be analysed, consistent with Strauss & Corbin’s grounded theory (1998). Clarke’s (2005) ‘Situational Analysis’ suggested an alternative framework for viewing aspects of the physical setting as non-human actants within an actor network model and a postmodern version of grounded theorising. The postmodern preoccupation with multiple perspectives, partial truths and complexity and ‘making the familiar strange’ (Chandler 1992) started to become more influential. This ambition to problematize the setting was one of the first major landmarks in the development of the creative analytic research paradigm (CAP).
  Development of the CAP in relation to the early-years physical setting, rooted in the condition of postmodernity, became the central preoccupation of the thesis. The original metaphors during this early conceptualisation of the thesis were that of a patchwork quilt and a form of Cubist art interpreted as an original combination of themes from conceived rather than perceived reality. There are several advantages to thinking metaphorically when attempting to develop new understandings and develop awareness of new concepts e.g. “Metaphors and metonyms permeate boundaries and open up new understandings” (Irwin 2003). At the time the intention was to compile multimedia recordings of identified themes into a conceptual canvas with the potential to use these experiences as the basis for a reflective commentary: the starting point was to be the settings and the compilation but the reflections could be wide ranging. Impressionist art was also seen to be consistent with this view as it conveys both a sense of a superficial surface (which within the paradigm would be surfaces because of multiple themes) e.g. photos and video clips depicting settings, as well as a sense of creative composition e.g. the building of a multimedia interpretation. This notion of a conceptual canvas composed of superficial surfaces is in contrast to an in depth preoccupation with the mechanisms driving the machine in response to a particular research question. In contrast to O’Leary’s somewhat positivistic view referred to by Olesen (2005 p.249) that “personal experience is not a self-authenticating claim to knowledge” the intention of the thesis was to be engagement of both writer and reader in an experiential journey through virtual worlds comprising video, audio, photographic and virtual reality images. This more open concept of a research paradigm where meanings are not fixed in advance gained support from the  A/R/Tographical concept of ‘openings’ that
“…allow for encounters…producing writerly rather than readerly texts where meaning is co-constructed rather than inherent in the image/performance.” (Irwin 2003)











Progress with this ambition of facilitating an experiential journey moved from very open ended video interviewing and child observations, with loose application of the grounded theory constant comparative methodology and theoretical sampling, in the direction of more selective and focused data collection ideas, including use of orienting concepts (Layder 1998). This was an exciting and challenging prospect, particularly in relation to the ICT framework but highly motivating. 
  The Minutes of the Research Degrees Board (RDB) (21/8/2008) at the RDB1 stage included
“The Board commended the student on an interesting proposal and strong presentation. The Board agreed that the student displayed an impressive knowledge of his subject” (RDB1 95.1.2 appendix 1)
However, the RDB Minutes also included
“…strongly suggested that the student should present their work in written format…” (RDB1 95.1.5 appendix 1)

It took a very long time for this suggestion to register itself as a requirement rather than a suggestion. During this time I was encouraged to continue with my original multimedia idea by my supervisory team. However, after enquiring at the Graduate School and further talking to supervisors it eventually became clear that the PhD regulatory framework of the University of Coventry required that the thesis be submitted in a written format. This led to self-questioning about how I wanted to proceed. The alternatives included discontinuing or registering at a university with a different regulatory framework. There was also the prospect of strengthening the argument that the CAP is a form of arts-based research but the intention of the regulatory framework was to allow for more traditional art forms. As one from several modus operandi for developing and instantiating the CAP it was a reasonable expectation to focus on a text format without significantly changing the direction of the research. In effect, what was initially perceived as a constraint and obstruction opened the way to recognizing differences between research designs as subordinate categories and research paradigms as basic categories. As a consequence I refocused my attention on explicating the nature of the creative analytic paradigm and a text format instantiation rather than developing the multimedia IT framework.
  It was suggested that I could include the IT/multimedia framework as an appendix. However, the challenging nature of the ambition indicated in the dataset memo entry 29/9/2010 referred to above leads to an either/or response. I have nonetheless included a technical report which provides an account of progress on the IT framework as it is important not to lose sight of this early work for the development of the thesis. I have also considered this IT/multimedia approach as a candidate for inclusion within the proposed superordinate category of Generative Social Research (se Chapter 7).
  Development of the CAP has continued to emphasize the paradigm as process including the more contemplative nature of the paradigm as a developing disposition. Important influences in the development of the CAP have been ideas from Conceptual, Cubist and Impressionist art. The idea of a conceptual canvas as an outcome is underpinned by a personal aesthetic in which personal choices relating to areas of development are regarded as a form of self-expression consequent upon a developing relationship with the research object. Although there is no artifact or aesthetic product as such poetry has been used heuristically to support the reflective process. Elaborative interpretation emerged as a major aspect of the paradigm’s epistemological position which aims to locate the paradigm within the realm of ideas generation ‘beyond the fallibilistic spirit’ (Seale 2007). 

Writing format













  Richardson & St. Pierre’s (2005) ‘Creative Analytic Practice’ introduced the idea of breaking the mould and making academic writing style more interesting. 
“Any dinosaurian beliefs that “creative” and “analytical” are contradictory and incomplete modes are standing in the path of a meteor; they are doomed for extinction. Witness the evolution, proliferation, and diversity of the new ethnographic ‘species’ – …” (p.962)

















However, as emphasised by Agger (1990) in ‘The Decline of Discourse’, academic writing typically undergoes numerous revisions and even transformations before it finally gets published, and as referred to in the previous section it was a requirement of the Research Degrees Board that my thesis be presented as a text document. 








Chapter 2: Developing the paradigm

Focus on the history of educational research    
  Nisbet (2005) identified two major trends in the historical development of educational research: development of Government policy and; the development of educational research from mainly theoretical academic studies at the beginning of the twentieth century, through specialist researchers with a particular focus on test construction, leading finally to a more participatory style of research including small-scale action research and the teacher researcher movement. de Landsheere (1993), approaching educational research from an international perspective, drew attention to the development of statistical techniques at the beginning of the twentieth century in relation to the discourse of assessment and testing; focused on developments in curriculum research; noted the influence of major figures such as Piaget, Vygotsky  and Dewy; and referred to the increase in funding of educational research from Government and private foundations. The ESL teaching resources timeline (2007) highlighted the establishment of organisations such as the National Foundation for Educational Research (NFER) in 1946 and projects such as the Observational Research and Classroom Learning Evaluation Project (1975). 
  Consideration of trends in Government policy helps to provide a background context for consideration of practitioner research. The trend towards positivist empirical research-driven Government policy was identified by Denzin and Lincoln (2005) as the eighth moment in the history of qualitative research and personified by the EPPI (Evidence for Policy and Practice Coordinating Centre), which supports systematic reviews of research to provide a rational underpinning for policy decisions. The broader context of this trend and background to development of Government policy was the focus of the Organisation for Economic Co-Operation and Development report (OECD 2003). The report focused on the effectiveness of the educational research and development (R&D) system to create, collate and distribute knowledge to support practitioners and policy development. The report highlighted that in the recent past 90% of educational R&D was being undertaken by university departments, funded by Higher Education Funding Council for England (HEFCE). The Hargreaves Report, ‘Teaching as a research-based profession: possibilities and prospects’ (Hargreaves, 1996) had emphasised that educational research was not cumulative and was low on both use value and quality. The Hillage Report, ‘Excellence in research on schools’ (Hillage et al 1998) had similarly noted that much educational research was driven by the interests of researchers; that it emphasised small-scale short term evaluation studies of limited generalizability; that results were not being systematically disseminated and that research followed rather than led policy development.  Both the Hargreaves Report and the Hillage Report influenced the direction of Government policy and the subsequent preoccupation with issues of building capacity, including developing research cumulatively and developing infrastructure for dissemination of research. The OECD report (2003), referring to Pasteur’s Quadrant of Stoke’s model, noted how HEFCE funding had been supporting 'blue sky' research (low on specific use value but high on understanding) and emphasised the need for educational research to be use-inspired basic research, thereby contributing to fundamental understanding while simultaneously contributing to improving policy and practice. With this aim in view the OECD report endorsed the range of Government supported developments, as recommended by Hargreaves (1998) including the establishment of specialist research centres and support for practitioner research e.g. the Teacher Research Grant Scheme; institutions for disseminating research e.g. Current Education and Children’s Services Research (CERUK), Centre for Use of Research and Evidence in Education (CUREE) and Pedagogical and Educational Research Information Network for Europe (PERINE); funding strategies; and systematic reviews of educational research being produced by the EPPI-Centre.
  Clegg (2005) critiqued systematic reviews from a critical realist perspective, suggesting the discourse of effectiveness could be interpreted from a Foucauldian perspective as a disciplinary technology rooted in the politics of consumer demand. She drew attention to the foundation of systematic reviews in positivist experimental research that lacked an underlying theoretical coherence.  
  Oakley (2003), a central figure within the EPPI-Centre and advocate of systematic reviews, summarised the controversial nature of the EPPI-Centre systematic review, highlighting the pervasive opposition from educational researchers. Her summary of the criticisms was wide ranging and included the suspicion of the ‘anti-evidence movement’ attached to centralised ‘monitoring and control’; reference to the incorrect technical rationalist assumptions of evidence based practice and policy; emphasis on the limited range of legitimate research studies and lack of recognition of theoretical studies; and the confinement to propositional knowledge and exclusion of teachers’ professional knowledge. In general she referred to the   
“…unwarranted transfer to the educational domain of a ‘positivistic’ model of knowledge dominated by a ‘hierarchy of evidence’, limited questions about ‘what works’, outdated notions about the role of ‘procedural objectivity’ and a disregard for the tenets of postmodernism which question the validity of any a priori framework of enquiry.” (p.26)
Oakley concluded her review of the political challenges to those engaged with systematic reviews by noting that, 
 “…those engaged in doing systematic reviews in education must often actively contest with their colleagues and others the position that this approach is a suspicious and inappropriately mechanistic procedure for reaching conclusions about what educational research can reliably tell us.” (p.26)
The second major historical trend in Nisbet’s (2005) survey traced the development of educational research from mainly theoretical academic studies at the beginning of the twentieth century, through specialist researchers with a particular focus on test construction, leading finally to a more participatory style of research including small-scale action research and the teacher researcher movement.
  ‘Action research’, a phrase introduced by Kurt Lewin (Kemmis 1993), is essentially a self-reflective enquiry undertaken in order to improve practice. Using a simple illustrative example to clarify the concept of action research McMahon (1999) noted that whereas writing a sentence may involve planning the sentence, writing it, observing it, reflecting on the outcome and rewriting the sentence as a consequence of reflection, ‘fact finding’ and ‘strategic action’ are absent from the process. Hopkins (2008) also focused on fact finding and strategic action when reviewing several models of action research, including those of Elliott and Ebbutt which incorporate concepts of reconnaissance and action planning, as well as the typical cyclical/time process. Kemmis (1993) elaborated on strategic action as,
“…deliberately experimenting with practice while aiming simultaneously for improvement in the practice, understanding of the practice and the situation in which the practice occurs.” (p.182) 
  The question of what counts as (educational) action research has had different meanings at different times and in different places and settings. Kemmis (1993) identified ‘technical action research’ where external researchers influence the research agenda; ‘practical action research’ where outsiders have more of a consultancy role; and ‘emancipatory action research’ which is owned by the participants who are seeking emancipation “from the dictates of irrational or unjust habits, customs, precedents, coercion, or bureaucratic systematization” (Kemmis 1993 p.187).  Forms of action research identified by Toomey (1997) include ‘transformative action research’ which was developed to support organisational change in a higher education context, though the terminology continues to suggest a participatory model aimed at improving the quality of education. More recently Ghaye et al (2008) introduced the concept of ‘participatory and appreciative action and reflection (PAAR) as a third generation concept separated from action research (AR) and participatory action research (PAR) by the move away from deficit models and reflective cycles and emphasising the inclusion of appreciative action through using a framework for reflective learning. 
  In the 1990s the then Teacher Training Agency sought to encourage the action research model, “to promote teaching as a research and evidence-based profession in order to support the improvement of teaching and raise standards.” (TTA 1998)  The Teacher Research Grant Scheme 1996/97 had as its primary purpose the goal of producing high-quality small-scale classroom-based research to increase the knowledge available to teachers and researchers (OECD 2003). 
  Foster (1999) evaluated the teachers’ summaries and reports from this scheme using the criteria of clarity, relevance and validity. 
“…these projects can be treated as a critical test of the idea that teachers can produce and communicate the sort of knowledge about educational practice that critics claim academic researchers have failed to create.” (p.381) 
The strength of the projects was understandably their relevance, as they were conceived and carried out by the teachers themselves. Equally understandable however was the comment that some of the reports lacked clarity because research and teaching are essentially different roles and the teachers had not been trained in research methods or to write research reports. 
  Furthermore, Foster (1999) noted that key findings in most reports were of dubious validity because the quantity and quality of evidence was limited. Another criticism was that the reports tended to make bold and unsubstantiated descriptive and explanatory claims. On the topic of the validity of the claims made by action researchers Hammersley (1993) commented that ‘insiders’, those involved in action research, may have to deal with the difficulties of being so closely involved. He highlighted the potential for self-deception, the need to see a phenomenon from a wider perspective and the limitations imposed from the teacher’s role within the school including relations with senior management and school governors.
  Kemmis (1993), however, maintained that only practitioners themselves can research their own practice, emphasising the introspective component of experience and reflective practice. Hammersley (1993) recognised the argument that closeness to the situation being studied can provide more valid knowledge of it but drew attention to the objective reality in which the practitioner is situated and noted that we actually have no direct knowledge of the world in any case. The issue really seems to be the possible subjectivity of action research, the potential for self-deception, bias, idiosyncrasy, distortions due to ideology and constraints imposed by the teacher’s role. 
  Yet Stenhouse (1975), in his consideration of the teacher as researcher rejected the methodological problem of objectivity as a false problem. He argued that teachers, as ‘extended professionals’, are aiming to improve practice in their own classrooms and are not concerned with making generalisations.  For the teacher, theory is simply thinking systematically about actual practice. He argued that the teacher in the classroom is at the front line so it is the subjective perception of the teacher that is crucial for practice. 
“…we are concerned with the development of a sensitive and self-critical subjective perspective and not with an aspiration towards an unattainable objectivity.” (p.35) 
Kemmis (1993) also regarded this problem of subjectivity as illusory, arguing that praxis necessarily involves values and interests so it is not possible to analyse the praxis of the teacher in a neutral, value-free way. He also noted that practitioners engage in critical self-reflection in order to reveal introjected values, habits, taken for granted assumptions and the like. It has also been argued by Phillips (1993) that objectivity in research is a social phenomenon and not a property of the individual researcher.  Although action research may be carried out by an individual teacher it is typically a collaborative venture and may become ‘embedded in networks’. 
“It turns out, then, that what is crucial for the objectivity of any inquiry – whether it is qualitative or quantitative – is the critical spirit in which it has been carried out.“ (p.71) 
The nature of educational research
  The history of educational research as outlined above has referred to the major trends of evidence based practice and systematic reviews contrasted with the dominant model of small scale classroom based research. Whitehead (2008, 1989) distinguished between ‘education’ research located within disciplines such as psychology and philosophy and ‘educational’ research which focuses on the influence of the researcher on their own learning, the learning of others and on the learning context.  Introductory texts to educational research (e.g. Hopkins 2008, Opie 2004) reinforce the view that educational research is primarily concerned with improving practice and/or evaluating practice in order to develop the quality of education. Hopkins (2008), for example, draws attention to the ‘performance gap’ and curriculum evaluation as ways for teacher researchers to develop their research focus. This is essentially the ‘action’ component of action research and beginning researchers are encouraged to utilise a range of methods including case studies, ethnographic and mixed methods approaches when doing school based research. 
  McMahon (1999) considered whether action research and reflective practice are synonymous but expressed reservations arguing that reflective practice may be lacking in strategic action or be less rigorous than action research. This view appears consistent with the view of Moon (1999) who defined reflective practice as “a set of abilities and skills, to indicate the taking of a critical stance, an orientation to problem solving or state of mind” (p.63). The disconnection appears particularly evident in simplistic models of reflective practice e.g. as suggested by the ‘What? So What?, Now What?’ process education model (Borton 1971) and the view of reflective practice simply as ‘thoughtful practice’ identified by Ghaye & Lillyman (2006). On the other hand, Ghaye & Ghaye (1998) developed a reflective cycle model incorporating values, practice, improvement and context, specifically identified the reflective practitioner as a researcher and maintained that, “Reflective practice is a research process in which the fruits of reflection are used to challenge and reconstruct individual and collective teacher action” (p.5). 
Furthermore, Bradbury et al (2010) introduced a range of approaches extending the concept of reflective practice which include more holistic process models and collaborative action. For example, West’s (2010) ‘really reflexive practice’ approach seeks to address the view that much reflective practice can be “superficial and formulaic” (p. 66) by incorporating introspective self-knowledge with critical reflection and Boud’s (2010) collaborative model of ‘productive reflection’.  
  Hargeaves (1998) reviewed a range of concepts of educational research, noting the difficulty of defining the concept but emphasising that most educational research had little or no practical application or impact. Bassey (1992), at a time when action research was becoming a pervasive methodology, in his address as president of the British Educational Research Association advocated recognising the legitimacy and value of a diversity of forms of educational research informed by systematic and critical enquiry, the former being characterised by the presence of an underlying theoretical perspective, the latter by research outcomes being subject to public questioning and scrutiny. Bassey’s topographical map of the research landscape located educational research within the realms of empirical research, reflective research and creative research, as well as including research aimed at either understanding or changing practice, and also that which searches either for generalizations or focuses on individual cases. Bassey’s concept of creative research has an affinity with action research insofar as it is concerned with developing new systems and finding solutions. The concept of reflective research has an affinity with what has pejoratively been referred to as ‘armchair’ research. 
“Reflective research is the term I use to describe systematic and critical thinking in which the findings of empirical research are the starting point for review and argument about educational issues.” (p.2) 
 It is evident from this survey that although small scale classroom based action research developed as a major trend supported by Government policy, and evidence based practice emerged as a dominant paradigm, value has also been attributed to a range of approaches and methodologies involving systematic and critical enquiry. New developments continue to emerge, for example the Mosaic approach of Clark & Moss (2011) aims to provide a framework for listening to early-years children as co-creators of meaning.   The Creative Analytic Paradigm (CAP) is being developed in the context of this backdrop of general and specialised approaches to research and is conceived as a generic form of contemplative activity, flexible enough to accommodate an indefinite range of research interests.
Conceptual Art
  In relation to the Creative Analytic Paradigm (CAP) Insights from Conceptual Art include:
	the reaction against the prevailing Modernist hegemony which has a parallel with developing an independent position in relation to canonical research paradigms; 
	the potential of the idea rather than the materialisation of the idea with the implications for technical proficiency and evolving form, which relates to the concept of aesthetic experience within research; 
	participation of the artist and integration of the work with the environment, which relates to the concept of process as product and the potential role of the Internet providing opportunities for bridging the academic/real world divide. 

  Conceptual Art appeared in the 1960’s as a reaction against what by that time had become institutionalised Modernism. There was the view, summarized by Harrison (in Perry and Wood 2004) that criticism of Modernist art had lost its edge and that artefacts were considered to be art simply because they were being labelled as such and exhibited in art galleries, e.g. Marcel Duchamp’s Snow shovel (MoMA 2005). There was also a reaction against the privileged status afforded to those items exhibited in galleries legitimated by the art world.  The example of Andy Warhol’s Brillo Pads that were identical to those found on supermarket shelves illustrates how factors beyond the artefact itself contributed to the definition of the work of art.  Furthermore, Conceptual artists developed an oppositional stance in response to the waning interest in Modernist painting through their writing, for example, Lippard & Chandler’s, ‘The Dematerialisation of Art’ published in Art International, 1968 (in Alberro & Stimson 1999). At the same time Arthur Danto (1997), philosopher of art, was arguing the case for after ‘the end of art’, a phrase that reflected a view from Hegel, a hundred years before, who argued that the limited sensory nature of aesthetic experience was of a lower order than philosophical and religious awareness. Conceptual artists also distanced themselves from the aesthetics of sensory experience, artistic technical proficiency and authorship. Harrison, an editor of the Art-Language journal of conceptual art noted, 
“if what one was aiming to make was simply ‘an artwork’, there was no practical guidance about what such a thing should look like. Indeed, as LeWitt had suggested, what it looked like might no longer be an issue. That being the case, perhaps the real work of art was no longer to be done through the manipulation of materials in the studio, but rather as a matter of theoretical enquiry, to be pursued by reading and by writing, and even, perhaps, by conversational exchange. In so far as this work had a representable outcome, Art & Language would call it Conceptual Art.” (in Perry & Wood 2004 p.77)
  Not surprisingly characteristic features of conceptual art are slightly elusive. One of the major figures in the conceptual art movement, Kosuth, had a preoccupation with the concept of art itself and although this was a common feature of conceptual art it wasn’t the only topic. Similarly, works typically presented as black and white photocopies, normally consisted of text as the primary means of representation but again this was not the only form of representation - compare for example the work ‘Index01’ which included 8 filing cabinets and a wall display of photocopied text and Weiner’s ‘A River Spanned’ which was displayed simply as a card with a catalogue number and title (Perry & Wood 2004). An essential characteristic was the emphasis on the idea rather than on the medium. Works of conceptual art usually consisted of either sets of instructions or located the work of art beyond its textual representation. It was often the case that actually realising the idea was left as an open choice: whether the gallery, owner or the artists themselves actually followed the instructions to produce anything was incidental to the idea that the artwork itself was the idea. Other important elements of conceptual art were the involvement of the artist as part of the work; for example, Vito Acconci’s ‘Following Piece’ (Perry & Wood 2004) involved the artist following people around until they entered a private place; he did this every day for a month and sent written accounts to different members of the art community. Following Piece also illustrates the integration of the art work into the environment.
  The specific association of the CAP with Conceptual Art’s counterhegemonic stance links with the view of art-based research expressed by McNiff (1998). McNiff suggested “the process of inquiry [which] was an ongoing experience of creative emergence” (p.147) allowing for the unexpected through a “process-oriented mode of discovery” (p. 145) in contrast to a more rigorous and pre-planned research design. Rather than try to work within a pre-established logic of inquiry a more sensitive transgressive approach was aimed for consistent with the greater fluidity of the CAP in order to support the generation of ideas. Strauss & Corbin (1998) had suggested the value of bricolage in relation to their focus on grounded theory, the value of adapting rather than adopting, suggesting a similar sensitivity to the research object. Emergent rather than conformist methodologies are not therefore counterhegemonic in any strict sense but the aim was to develop a more process oriented, dispositional form of research. In relation to the second bullet point at the start of this section, at the level of the specific research design the CAP, as a personal aesthetic, can be understood as an aesthetic object but without being a specific artefact. The idea of a multimedia exploratory journey within a virtual environment (one of the possible research designs) has more of the appearance of an aesthetic object but neither this nor the more abstract notion of a conceptual canvas as an outcome necessarily contributes to any aesthetic experience as such. This notion of the personal aesthetic is important from the point of view of evaluating quality of the CAP research and is considered in chapter 3 (a compiled version of the memo dataset entry for ‘aesthetic’ is included in Annex 2). Finally, the emphasis within Conceptual Art on participation and integration with the environment has a potential parallel with Internet based research designs within the CAP e.g. shared access to the search/read/write and virtual environment and the role of podcasts.

Cubist art
Chipp’s (1968) Theories of Modern Art is a collection of articles from journals written by the artists themselves and therefore provides a direct route for developing an understanding of the nature of Cubism. Apollinaire, in an article published in Le Temps 14/10/1912, referred to Cubism as, “the art of painting original arrangements composed of elements borrowed from conceived reality rather than from the reality of the vision” (Chipp 1968 p219). Writing a year later, Apollinaire emphasised that the new art, in contrast to Impressionist painting, avoided representation of natural scenes and although focusing on nature was more cognitive than based on the senses, with ‘optical illusion’ and ‘local proportion’ being discarded. There was a preoccupation with geometry as the essence of drawing and the inclusion of a fourth poetic dimension which, “represents the immensity of space eternalising itself in all directions at any given moment. It is space itself, the dimension of the infinite” (Chipp 1968 p.224). 
The influential art dealer and critic, Daniel-Henry Kahnweiler, writing in 1915 wrote about the ideas of Picasso and Braque, who are generally regarded as the key figures in the history of Cubism. In 1907, Picasso’s Les Demoiselles d’Avignon had involved distorted form because of the conflict between representation and structure. This was the beginning of Analytic Cubism which in its more geometric form avoided the distortion of reality by removing the object itself from the painting. By this time the inclusion of real details for conveying memory images, and recognition of the importance of the title similarly for orientation, had led to the simultaneous representation of the object from different positions using open planed geometric forms. Cubism was therefore understood as both a representational and constructive art emphasising underlying and unchanging forms with a consequent re-evaluation of the role of colour and perspective.
Although Apollinaire had identified four categories of Cubism (Scientific: new structures utilising the reality of insight including geometric forms; Physical: new structures utilising elements from visual reality; Orphic: new structures utilising the creativity of the artist apart from visual reality and; Instinctive, based on instinct and intuition), Cubism is more generally referred to as either Analytic or Synthetic. The Synthetic form originated with the inclusion of real details within the paintings and the use of mixed media,
“For the planes of Cubist painting oil colour is often unsuitable, ugly, and sometimes sticky. Cubism created for itself new media in the most varied materials: coloured strips of paper, lacquer, newspaper, and in addition, for the real details, oilcloth, glass, sawdust, etc.” (Chipp 1968 p.259)
During an interview published in Cahiers d’Art in 1935, Picasso expressed views on the nature of the idea within Cubism, referring to the idea as only the starting point and noticing how the idea is transformed through reflection in the process of being created. 
“A picture is not thought out and settled beforehand. While it is being done it changes as one’s thoughts change. And when it is finished it still goes on changing, according to the state of mind of whoever is looking at it. A picture lives a life like a living creature, undergoing the changes imposed on us by our life from day to day. This is natural enough, as the picture lives only through the man who is looking at it.” (Chipp 1968 p.268)
There are several points of contact in relation to the Creative Analytic Paradigm (CAP):
	The idea that the picture is not determined at the start but changes through reflection while it is being created relates to the unfocused nature of the CAP, which is driven by the evocative objects model  rather than a precisely formulated research question
	The use of mixed media within Synthetic Cubism relates to the use of multimedia as a particular instantiation of the CAP insofar as multimedia supports a more interactive reflective engagement with the substantive topic. These instances are touches of reality within what is essentially an elaborating interpretational framework. Leger’s comment published in Bulletin de l’Effort Modern in 1921 is relevant here, “Cubism is not a manner but an aesthetic, even a state of mind; it is therefore inevitably connected with every manifestation of contemporary thought” (Chipp 1968 p.277)
	The Cubist ideas of excluding local proportion (perspective drawing) and chiaroscuro highlighting has a parallel in the CAP’s development of satellite topics, each being a focus in its own right rather than an element positioned relative to its contribution to the coherence of the whole.
	The Cubist idea of simultaneous representation utilising open plane forms has its parallel in the CAP approach of populating a conceptual canvas as a crisscross landscape/patchwork quilt emanating from the primary sensitizing concept. The open plane form is particularly evident when using the Search/Read/Write search engine: results show that memo entries related to the search terms also relate to other themes. This is the inevitable consequence of the free association method rooted in the generative divergent analysis model.
	The emphasis on cognitive rather than perceived reality emphasised by Apollinaire links closely with the emphasis within the CAP on elaborative interpretation in relation to the conceptual canvas.

Arts based research
  My aim here is to illustrate the diversity of arts-based research and to identify similarities and differences in relation to the CAP. In the ‘Handbook of the Arts in Qualitative Research’ Knowles & Cole (2008) identified several different versions of arts based research, notably those of Shaun McNiff, Susan Finley’s critical revolutionary arts based research and their own Arts Informed Research. In ‘Method Meets Art’ Leavy (2009) provided an historical context, focused on issues and included a comprehensive survey of illustrative examples. In ‘Dancing the Data’ Bagley & Cancienne (2002) focused on the relation between educational research and the visual and performing arts. Denzin & Lincoln (2002, 2005) included contributions based on performance ethnography as well as choreography (Janesick 2000) as a research method. The intention is to suggest that the CAP can be identified as a form of arts based research though, to use the subtitle from within Leavy’s first chapter, ‘pushing on the borders of an alternative paradigm’. Chapter 7 of the thesis, which argues for an alternative superordinate category of research, reconceptualises the CAP as a form of generative social research. 
  McNiff (2008) defined Art-based research as, “the systematic use of the artistic process, the actual making of artistic expressions in all of the different forms of the arts, as a primary way of understanding and examining experience by both researchers and the people that they involve in their studies” (p.29). Levine (2004) emphasised the role of this form of art-based research within the art therapy profession and drew attention to the need to maintain the aesthetic dimension; this was expressed in terms of a Nietzchian balancing act involving both the cognitive and affective domains. McNiff (2008) developed this theme of acknowledging human experience and creative imagination further, by extending the compass of art-based research to include a focus on, for example, interpersonal conflict resolution and also more broadly to professions such as education. In particular McNiff (2004) drew attention to the value of using a research paradigm consistent with the nature of the topic being researched: although of value within its own parameters, the Scientific method of positivist research is at odds with creative imagination and experience at the heart of art therapy. A similar view can be expressed where teaching is regarded as an art rather than a science and also where human behaviour is understood in terms of the expression of free will rather than the outcome of deterministic forces. Neither McNiff nor Levine rejected the scientific method entirely but they argued for the role of this alternative art-based paradigm for researching human experience and its unique and immeasurable qualities.
  McNiff’s approach involves the creative imagination and intelligence of the participant directly. Data collection methods such as interviewing are replaced by participants performing within a particular art form and recording their experience. McNiff’s research relating to conflict resolution for example involved participants using drums to produce rhythmical drumming to establish what he referred to as an “imaginal dialogue” with the focus. He recommends keeping the research design simple and systematic and also notes that lack of personal artistic skills and inexperience may limit bias. Consistent with McNiff’s recognition of the value of scientific methodology he aimed to be as objective as possible. Objectivity in this sense appears to be a form of internal reliability supported by the simple and systematic approach, involving use of a consistent method with a clear structure (McNiff 2004). On the other hand McNiff emphasised the responsiveness of the art-based research (ABR) method to the particular situation referring to ABR as “characterised by endless variations of style, interpretation and outcome” (2008 p.34) and agreed with Freud’s view of the value of proceeding without purpose in order to remain open to the unexpected. He valued the “authority of experience” (McNiff 2004 p.146) and claimed that through immersion and sensitive and imaginative knowing ABR “generates important information that often feels more accurate, original and intelligent than the more conventional description” (McNiff 2008 p.30).
  The more conceptual and contemplative nature of the CAP distances the activity of the practitioner/researcher from artistic expression through traditional media. However, the longer term development of a conceptual canvas as generic interpretation can be understood as a personal aesthetic and form of self-expression. Furthermore, the CAP also entails creative imagination in the interpretation of evocative objects as part of an open ended burgeoning of experience.
  Knowles & Cole’s (2008) concept of arts-informed research, as distinct from art-based research, involves the use of literary, visual and/or performing arts as a medium informing both the form and process of research. Bridging the academic/non-academic divide is central to the concept. Communicating research in a way that is not “wrung dry of life – of emotion, of sensuality, of physicality” (Knowles & Cole 2008 p.57) contributes to the central ethical imperative of social transformation and improving the quality of life. Arts-informed research aims to be “accessible, evocative, embodied, empathic, and provocative” (p.60).
  The defining elements of arts-informed research are its use of art forms to support both the research process and representation of the research. The rationale for the chosen art form or forms needs to demonstrate ‘methodological integrity’, which means that the art form must be well matched to the aims of the research. The methodology itself is informed by the creative imagination of the researcher rather than by compliance to rigid scientific method. However, not only must there be an explicit intention to reach audiences beyond the academic world but audience engagement is regarded as an essential component of the transformative potential of the research. The presence and artistry of the researcher are also key defining attributes of arts-informed research. When considering evaluation of the quality of arts –informed research Knowles & Cole (2008) use headings which mirror these defining elements: intentionality, aesthetic quality, methodological commitment, holistic quality, communicability, knowledge advancement and contributions. 
  An illustrative example is provided by Cole & McIntyre (2004) in their journal article focusing on research as aesthetic contemplation. The article focuses on an art installation based on the theme of Alzheimer’s disease. The attention is immediately directed at a ‘clothes on a washing line’ exhibit. The authors’ informal writing style leads the reader through the installation, noting aspects of the washing line exhibit, and then dwelling on the various photographs and other items. The importance of audience participation for meaning making is emphasised throughout the conducted tour and ‘The Voice of Theory’, in this poststructural approach, stands out at intervals throughout the exploratory journey as part of the reading of the article. 
“Treating research texts as sites of aesthetic contemplation implies a challenge to a conventional model of research (including qualitative research grounded in neopositivist and modernist traditions) that treats research texts as vehicles for the display of a set of fixed meanings created by the researcher. Viewing research texts as sites of aesthetic contemplation implies a model of research that engages researchers and readers/viewers as co-creators of the text. Research texts do not represent or illustrate experiences or events; rather, each engagement with a research text is a new meaningful interaction. This requires a new form of research text, one that invites multivocal engagement and creates spaces for interpretation.” (p.8)
  Although the CAP is not recognisable as a form of arts-informed research, the initial idea of the exploratory journey within a virtual environment held the potential to be regarded as a form of virtual art installation. The current version of the CAP includes an online Search/Read/Write component (referred to in chapter 4 and Annex 5) which supports the process nature of the paradigm, developed as part of the original exploratory journey version supporting active reading for readers choosing to participate in the research. The current instantiation of the paradigm also includes a series of podcasts as a means to bridge the academic/non-academic divide (Annex 1). The heuristic use of poetry/song also has potential to engage the audience e.g. my presentation at the Making a Difference conference (2009) began with a song  (WellyPoem-Song,     Annex 1)
  An alternative approach to arts based research was developed by Eisner who noted that many of the changes to educational practice have preceded the findings of educational research and suggested that,
 “…our propensity to change practice is a function of the attractiveness of a set of ideas, rather than of the rigor of a body of data-based conclusions.” (Eisner 2005 p.89)
He argued that in order for educational research to become more relevant and useful it needed to accommodate the specific and particular details of educational practice. The propositional knowledge resulting from the scientific approach to qualitative research was seen as a reductive process,
“The language of propositions is a gross indicator of such qualities: it cannot capture nuance – and in teaching as in human relationships nuance is everything… Theory in science cannot, I suggest, even in principle, replicate the qualities of life as it is lived.” (Eisner 2005 p.93)
Eisner’s response to the need to make educational research more responsive and relevant to the needs of practitioners was to argue that “a language capable of conveying qualities must be permitted to develop” (p.94) and one which didn’t “squeeze the educational life out of what we study” (p.93). This, the language of criticism rooted in the humanities involving non-scientific impressionistic and metaphorical forms, is more fully developed in Eisner’s concept of Educational Criticism as the means of communicating the insights of Educational Connoisseurship. 
  The 'description' component of Educational Criticism includes thick descriptive detail, use of metaphorical language and 'faction' as a way of creating empathy. This contribution of the imaginative led to discussion of the role of fictional writing, films, poetry and other creative art forms within educational research, though Eisner’s view fits more closely to a hybrid form of arts-based educational research than to the form of art for the sake of scholarship e.g. ethnodrama (Cahnmann-Taylor 2008). 
  The theme of the imaginative contrasted with the referentially clear was addressed by Eisner (2008) when considering persistent tensions in arts-based research. He also questioned the importance of referential clarity, aesthetic properties and verisimilitude. Donoghue (2009) developed this theme when considering the referential clarity of Maloney’s art installation, ‘Rural Monument’, asking whether presenting open-ended ambiguous data was a sufficient aim for arts-based research. An indication of Eisner’s response to the tensions within arts-based research was visible in his discussion of the film Dead Poets Society (Eisner 2005 p.176) where he drew attention to increasing sensitivity to the possible, enlargement of understanding, representing the heat rather than just recording the temperature and communicating a sense of particularity compared to abstraction. He also noted the common experience of literary and artistic forms presenting larger than life characters, where this exaggeration and vividness is what promotes understanding and is what makes these forms so illuminating. When arguing for alternative forms of data representation Eisner also valorised ‘productive ambiguity’
 "By productive ambiguity, I mean that the material presented is more evocative than denotative, and in its evocation, it generates insight and invites attention to complexity. Unlike the traditional ideal of conventional research, some alternative forms of data representation result in less closure and more plausible interpretations of the meaning of the situation." (Eisner 2005 p.180)
  Eisner’s concept of Educational criticism comprised ‘description’, ‘interpretation’, ‘evaluation’ and ‘thematics’ (Uhrmacher & Matthews 2005) and he approached quality of research using concepts of referential adequacy - the “extent to which criticism reveals what might otherwise be overlooked” (Vars 2002 p.6), structural corroboration which relates to data triangulation, and the question of objectivity in terms of consensual validation. As Margaret Dotson (2007) explained, educational criticism is time consuming and lengthy in terms of words (her research included three educational criticisms of 25,000 words each). The CAP however in contrast is based on momentary glancing impressions and the elaborative interpretation of these rather than on more detailed factual/fictional or 'factional' accounts (see Chapter 4 p.119 which focuses on ‘data’ within the CAP). 
  This particular way of regarding the CAP allows for similarities and contrasts with Eisner’s educational criticism and connoisseurship and also allows the tensions within arts-based research to come into view. The following poems written after visits to Reception classes in two separate schools help to maintain and convey some of the ‘heat’ from the visits and draw attention to some of the tensions:

	Imagination vs. Referential clarity: 
o	the poem compiles observations from two Reception classes
o	the images of children focus mainly on two boys, contrasted with the rest of the class – but it’s not clear from the poem which is which

	aesthetics vs. verisimilitude
o	the poetic form includes stress count (mainly 3 beats), rhyme and consonantal alliteration
o	indenting suggests movement and position within the classroom e.g. staying in a designated area contrasted with moving around and being on the edges of the areas

	particular vs. general
o	the poem communicates specific details e.g. a child holding an egg timer on top of his head with one hand while  holding an Action Man in the other hand


For me, the poem conveys a good sense of the engagement with activities and movement around the class (in both classes) that I experienced during the afternoon. It also draws attention to classroom areas and transitional spaces and relates to the satellite topic focusing on the partition screen event (re chapter 6) where concepts of ‘non-place’ and Supermodernity are in view.
  The Noah’s Ark poem was inspired by observing a boy standing next to an interactive display quite centrally located within a Reception class near the end of the day at the start of tidying up time (approx. 2 minutes). As an evocative object this event led to several reflections and also relates to the satellite topic focusing on the partition screen event (chapter 6) and the related focus on ‘non-place’ and Supermodernity.

	questions vs. answers
o	The poem simply generates a range of images without attempting to solve the mystery  of why the boy was standing in this location and in that way for about two minutes
o	Was it a significant event? Do we all day dream from time to time? Did the organisation and layout of the classroom encourage or support this sort of pausing amidst the hurly-burly of the Reception class? Is two minutes a long time for this sort of behaviour? 
	Aesthetics vs. verisimilitude
o	Loose poetic form  - mainly 7 and 8 syllables per line and rhythmical, including assonance and alliteration 

Eisner emphasised that educational research is primarily concerned with improving the quality of education. He argued that the novelty and creativity of arts-based research needs to be balanced with the need for utility and quality of experience. Practitioners, policy-makers and parents may want and expect answers from research and Eisner supported the complementarity of different effective approaches to research. However, Eisner argued forcefully for the value of the open ended, fluid, ambiguous nature of arts-based research that raises and generates puzzlements,
“what I have called the ethereal character of arts-based research products is a much more congenial fit between situations and ideas about them than the misleading implications that come out of much traditional research that answers are known and that schools should simply implement ‘what works’.” (Eisner 2008 p.23)
 Eisner’s reference to congeniality of fit linked well to his concept of educational connoisseurship as informed perception and draws attention to the adequacy of the role of momentary glancing impressions within the CAP. Within educational connoisseurship there is a savouring of the subtle varieties of experience that comes from developing intimate familiarity with the research object. Experience of the unfamiliar, as with my first encounters with early-years settings and the initial impressions that are central to the CAP, may be more accurately described as contact with the familiar within the unfamiliar in the sense that a lot of potentially significant details may remain unnoticed. The ‘familiar’ may here be experienced as a starting point for an evolving relationship rather than as a cognitive mapping activity. However, the depth of field of the CAP retains the character of surface impressions. Although the elaborating interpretation does not preclude investigation of context and provenance, it is similarly not constrained by a focus only on the immediately perceptible. Using a parallel way of thinking it is not an empiricist model of art appreciation which focuses only on the finished work. Informed perception within the CAP is primarily developed through a more speculative approach to differentiating the perceptual field, an approach where the depth of experience of the practitioner/researcher is able to contribute to the elaboration of meaning e.g. when drawing on orienting concepts to generate points of departure. 

















The influence of different research perspectives 
   This section considers paradigms and approaches that appear to either resemble or relate at least ostensibly to the Creative Analytic Paradigm. Attention will focus in particular on the Adaptive Theory of Derek Layder and also on semiotics.
  Derek Layder’s (1998) ‘Sociological Practice: linking theory and social research’ was one of the formative influences on planning my approach to writing the thesis as well as having points of contact with concepts within the Creative Analytic Paradigm (CAP). Danermark (1994) identified the major theme of the book as reconciliation of the micro-macro dualism in social theory (including individual-society and agency-structure dualisms) by drawing on a range of sociological perspectives to produce a synthetic whole. A noticeable feature of the book is the constant critique of Glaser & Strauss’ (1967) approach to grounded theory, as well as the comparison of Adaptive Theory to quantitative and qualitative research in general. I have adopted a broadly similar approach in explicating the CAP. The intention here in this outline of Adaptive Theory is to start identifying themes that are relevant in the development of the Creative Analytic Paradigm (CAP). The approach adopted is simply to refer the reader to relevant chapters of the thesis as appropriate. The outline and detailed development of the CAP, including reflection on relevant concepts and themes occurs in chapter 4, contextualised in chapter 3 and 7 of the thesis.
Layder’s adaptive theory
“The ‘adaptive’ part of the term is meant to suggest that the theory both adapts to, or is shaped by, incoming evidence at the same time as the data themselves are filtered through (and adapted to) the extant theoretical materials that are relevant and at hand.” (Layder 1998 p.38)

  Layder (1998) opposed the modernist concept of grounded theory “that theorising must be continuously emergent and that no conceptual schema should stand prior to initial data collection or at any point during the research process” (p.20). He referred to Adaptive Theory as a combination of inductive, theory generating, approaches and deductive, theory testing, approaches whilst also incorporating aspects of general sociological theory. Adaptive theory therefore involves a combination of grounded theory (Glaser & Strauss 1967) as well as mid-range theory (Merton 1967) against the backdrop of general theory (e.g. Foucault, Giddens, Habermas, Marx and Parsons). From this point of view social life has both subjective behavioural and objective systemic elements in the form of agency and structure. Layder (1998) refers several times to the wasteful dogmatic rejection by grounded theory of existing knowledge and theory and more recent versions of grounded theory have also recognised the value of not discarding current knowledge (Charmaz 2006; Clarke 2005). Although influenced by the focus on bridge building between empirical data and extant theory, the Creative Analytic Paradigm (CAP) is not specifically concerned with theory testing and doesn’t specifically require prior knowledge of sociological theory. Consequently the CAP would be more accessible to practitioner researchers who lack training in the social sciences. However, the CAP does involve ongoing broad based reading as an encompassing context and this does not preclude mid-range and general sociological theory.
  Layder was opposed to anti-theoretical postmodern thinking and believed that social research is a search for ‘truth’ understood as a form of explanation rather than simply describing different viewpoints as partial truths. He regarded the aim of social research as to produce increasingly adequate and valid knowledge through more accurate accounts and more powerful explanations, always subject to change in light of future research and theoretical thinking. As such the ontology of Adaptive Theory appears as a form of ‘critical realism’ (Gijselinckx 2001) which contrasts with the concept of generating ideas that characterises the CAP that fits more comfortably into a postmodern ironist perspective (Rolfe 2004). However, the CAP is not specifically anti-theoretical though its encounters with surfaces is not conducive to the in depth analysis that is supported by the Adaptive Theory. (This theme is developed further in chapter 3 and the sections focusing on generative divergent analysis and interpretation in chapter 4)
  The Adaptive Theory approach regards the research process as flexible and as having no predetermined fixed sequence. This more responsive practical research activity aims to facilitate and enhance the theoretical imagination. The CAP develops the focus on process further by supporting the primacy of the research process in contrast to preoccupation with outcomes. The choice of research topic or problem itself within Adaptive Theory involves asking questions about key words and concepts, and playing with, exploring and juxtaposing random ideas within the context of questioning existing knowledge and theoretical thinking. This process of ‘imaginative rehearsal’ (p. 31) helps the researcher escape from hegemonic ways of thinking. (These themes are developed further in sections focusing on research questions in chapter 3 and research as process in chapter 4).Theorising within Adaptive Theory is an ongoing and integrated part of the research process and involves use of orienting or background concepts from mid-range and general sociological theory.  Although use of orienting concepts may suggest a verificationalist rather than generative approach to research, their role within Adaptive Theory is to provide an initial impetus which may subsequently be adapted in response to the emerging data and support generation of new theory. (Orienting and sensitizing concepts are also a central component within the CAP and are considered in more detail in chapter 4). The commensurability issue arises when drawing on multiple theoretical perspectives, including orienting concepts, and is dealt with by requiring that competing epistemological positions be regarded as working resources rather than as having any exclusive claims on the truth. (Commensurability is also an issue within the CAP and is considered further in chapter 3). Adaptive theory approaches data-sampling by modifying Glaser & Strauss’s (1967) ‘theoretical sampling’ to include prior theoretical ideas rather than exclusive use of empirical data. This facilitates studying the dialogical relationship between the behavioural ‘lifeworld’ and system elements. With regard to data analysis Layder (1998) emphasised the role of pre-coding, provisional, core and satellite codes and memo writing within a multi-strategy mixed methods context which includes multiple data forms and developing behavioural as well as structural typologies. (Data analysis and coding are also issues within the CAP and are considered further in chapter 4).


















  This section prepares the ground for understanding the Creative Analytic Paradigm concept of ‘evocative object’ in relation to the idea of a semiotic sign and approach to analysis through semiotics. Semiotics is associated with the structuralist viewpoints of Saussure and Charles Pierce, though Soneson (2008) argued that this popular conception overlooks the diversity of different perspectives within semiotics, and Chandler (2002) also included a focus on post-structuralist viewpoints. Semiotics has been variously referred to as a science, a form of logic, a method, a model and a philosophy (Chandler 2002; Soneson 2008; Lawes 2002). Umberto Eco regarded semiotics as a form of philosophical activity and regarded anything, not just words and speech, as potentially signifying something other than itself. Although semiotics is typically understood as relating to the analysis of the meaning of social signs, Soneson (2008) also drew attention to the “long tradition in semiotics for rejecting the sign concept “(p. 293) and argued for a conception of cognitive semiotics as a form of cognitive science. 















Chapter 3: Paradigm Issues

The concept of paradigm
 The concept of ‘paradigm’ was introduced into research discourse by Thomas Kuhn following publication of his Structure of Scientific Revolutions in 1962. The approach to understanding the nature of science prior to this is exemplified by Empiricism originating in the philosophical perspective of John Locke (1632-1704) and the hypothetico-deductive falsificationist theory of Karl Popper (1902-1994). The Empiricist view located the source of all knowledge in sense perception and led to the modern concept of ‘objectivity’ and use of the term ‘positivism’. Uniformity of scientific language and inductive generalisation led to the statement of scientific laws and truth claims proved by repetition of observations. This Empiricist view was undermined by developments in the theory of perception suggesting that viewpoints are perspectival and Karl Popper, engaging with the problem of induction, argued that it is not possible to prove the truth of a statement but only to know that it is false e.g. after the discovery of Australian Black swans it was clear that the statement ‘All swans are white’ is false. Within this falsificationist perspective objective knowledge and scientific progress as increasing verisimilitude occur by the rejection of false propositions (Fraser & Robinson 2004).
  Kuhn himself identified several points of contact between his viewpoint and that of Popper but noted that, “Though the lines are the same, the figures which emerge from them are not” (Kuhn 1970 p.3) and proceeded to consider four main contextual differences between himself and Popper. Firstly, in relation to the growth of scientific knowledge, he rejected Popper’s view of the role of testing scientific theory as being part of ‘extraordinary’ rather than ‘normal’ science, replacing this with his view that, “With or without tests, a puzzle-solving tradition can prepare the way for its own displacement” (p.10). This is related to the second point where Kuhn rejected Popper’s view that a scientific theory is discarded as a mistake as part of the revolutionary change process. From Kuhn’s point of view scientific theories are inventions of the imagination whereas mistakes imply, for example, breaking rules of normative behaviour or rules of induction. The third point of difference was in Kuhn’s recognition of the role of concrete examples and theoretical generalisations contrasted with Popper’s view of the logic of knowledge that “can specify in advance whether each imaginable instance fits or would falsify his theory”(p.19), suggesting Popper’s view amounts to ideology and procedural maxims. Finally, Kuhn identified a major difference in the way of understanding the nature of scientific progress, contrasting his view of the psychological/sociological description of the value system of scientists with Popper’s view of “the logical spurs to knowledge rather than the psychological drives of individuals” (p.22) e.g. Popper’s emphasis on the rationality of the method of conjecture and refutation is referred to by Kuhn as a social-psychological imperative. 
  When comparing the viewpoints of Popper and Kuhn, Masterman (1970) regarded Popper’s concept of science as a form of ‘aetherial philosophicness’ contrasted with Kuhn’s focus on the essential concreteness of science. Masterman (1970) noted 21 different uses of the word ‘paradigm’ in the ‘Structure of Scientific Revolutions’ and grouped these uses into three categories: metaphysical paradigm, sociological paradigm and construct paradigm. Although she recognised that philosophers of science regarded the metaphysical world view as Kuhn’s primary meaning of paradigm, she argued persuasively for regarding the sociological and construct paradigms as primary and foremost, noting that “philosophers have all but forgotten to allow for what is practical” (p.71) and regarded the paradigm concept as existing in a ‘crude’ pre theoretical form. The sociological paradigm was referred to as a set of scientific habits and concrete scientific achievement. A particularly helpful way of understanding the sociological paradigm is as a universal scientific achievement and way of doing things which attracts scientists as being more insightful than previous understanding and offering potential for new investigations. A paradigm for Kuhn was referred to as a concrete artefact rather than an abstract theory. An example provided by Masterman is the move from the Ptolemaic to the Copernican system. Examples from within qualitative research would be specific forms such as action research, case study, ethnography and educational connoisseurship. When considering how the sociological paradigm comes into being without the use of theory Masterman focused on the role of the construct paradigm.
“Thus the real problem, in getting a philosophy of new science, is to describe philosophically the original trick, or device, on which the sociological paradigm (i.e. the set of habits) is itself founded.” (Masterman 1970 p.70)
The construct paradigm is the artefact, the specific tools, that are used to solve the puzzle and “it can be as little theoretic as a single piece of apparatus: i.e. anything which can cause actual puzzle-solving to occur” (Masterman 1970 p.70). From this perspective a paradigm is not a metaphysical world view but a concrete picture used as an analogy and way of seeing. An illustration of this provided by Masterman is that of the Genetic Code which is visualised in terms of letter, words and sentences but operationally exists in a biochemical form. In relation to qualitative research, the construct paradigm points to the specific research design and specific features of the research design. 
  In light of critiques by Masterman and others, Kuhn (1977) published a postscript to ‘The Structure of Scientific Revolutions’ (Kuhn 1996) in which he acknowledged the confusion caused by the multiple meanings he had ascribed to the concept of ‘paradigm’. In the postscript Kuhn revised the concept and presented two fundamental meanings: one relating to community of practitioners and the other to use of exemplars. He explained that his original intention was to account for the common perception, judgment and unproblematic communication within identifiable professional communities, which therefore includes the metaphysical paradigm. With regard to this community of practitioners concept of paradigm Kuhn noted,
 “…less confusion will result if I instead replace it with the phrase ‘disciplinary matrix’ – ‘disciplinary’ because it is the common possession of the practitioners of a professional discipline and ‘matrix’ because it is composed of ordered elements of various sorts, each requiring further specification. Constituents of the disciplinary matrix include most or all of the objects of group commitment described in the book as paradigms, parts of paradigms, or paradigmatic.” (p. 297)
Kuhn’s second revised fundamental sense of the use of ‘paradigm’ was as an exemplar which matches his construct paradigm use referred to by Masterman. 
“Once a new problem is seen to be analogous to a problem previously solved, both an appropriate formalism and a new way of attaching its symbolic consequences to nature follow.” (Kuhn 1977 p.306)
While this clarification of the paradigm concept does not undermine the association of the specific research design and the exemplar, it does suggest a monological concept of scientific progress.
  Masterman (1970) noted that Kuhn was writing in particular about the paradigm structure of ‘normal science’ where there is one paradigm and where the paradigm grows and changes through a paradigm shift rather than through accretion. She drew attention to Kuhn’s incomplete analysis of preparadigm science by not separating non-paradigm science from multiple-paradigm and dual paradigm science. The implication of Kuhn’s perspective in relation to the multiple-paradigm nature of the social sciences appears to be that “discussion on fundamentals remains, and long run progress (as opposed to local progress) fails to occur” (p. 74), and Masterman noted that eventually more shallow paradigms may be subsumed within one total paradigm. However, the suggestion that multiple-paradigm science will come to an end “when someone invents a deeper, though cruder paradigm” (p. 74) appears to give insufficient attention to the issue of commensurability of different paradigms (commensurability is considered further in chapter 3 of the thesis).
  The concept of paradigm referred to by Blaikie (2000) emerged when specifically considering the research design in social research. Blaikie rejected the commonly employed typology approach to research designs as limited and not mutually exclusive in favour of a more comprehensive view incorporating eight core elements: the general topic/problem; the research question; research strategies; concepts, theories and models in relation to different research traditions; types, forms and sources of data; data collection and data analysis. The concept of paradigm emerged several times during the explication of this way of thinking about the research design. The four research strategies i.e. deductive, inductive, retroductive (referred to as the logic of scientific realism) and abductive (located within the hermeneutic tradition and also identified as constructivism) were introduced by the subheading ‘A Parable of Four Paradigms’ and referred to as different logics of enquiry. The strategies were compared in terms of their ontological and epistemological differences, their starting points, how they used concepts and theories, form of explanation and their outcomes. Further explanation of the strategies was included when noting that the strategies are “clusters of characteristics that are typical of approaches to social research” (p.100). Although the subheading may appear to suggest that the research strategy is synonymous with ‘paradigm’ this is clearly not the case as Blaikie noted, “[The idea was to]… establish the relative merits of these paradigms, and their accompanying research strategies” (p.89). As logics of enquiry the four strategies are equated with Positivism, Critical Rationalism, Scientific Realism and forms of Interpretivism such as hermeneutics and phenomenology. Insofar therefore as the strategies, as logics of enquiry, are based on permutations of ontological and epistemological assumptions it seems that the paradigmatic component of the strategy is more closely related to Kuhn’s meta-theoretical concept of paradigm. 
  When considering the core element of concepts, theories and models Blackie considered several concepts of theory including theoretician’s theory and researcher’s theory and noted that ‘theoretical perspectives’ have also been regarded as paradigms because of containing ontological and epistemological assumptions. In order to illustrate theoretical perspectives he reverted back to the typology of research designs noting types such as functionalism, critical theory, feminist theory, phenomenology and ethnomethodology. When considering the role of models within the research design Blaikie noted that the concept of models has also sometimes been used synonymously with paradigm but advised against such usage. He emphasised that abstract descriptions, conceptual models, theoretical models, analogues, diagrammatic and mathematical representations make recognisable contributions to the research design in their own right and should therefore be considered separately from the concept of paradigm. In Approaches to Social Enquiry, Blaikie (1993) expressed a general view of the nature of the paradigm concept,
“Although there are differences in the meaning of these concepts… [meta-theories, general models, perspectives, paradigms…] they all recognise that social theorists and researchers operate in the context of a set of abstract ontological and epistemological assumptions about what society looks like, what are its fundamental units and how they are related, how society works, what constitutes appropriate methods for studying it, where one should look for explanations (i.e. what explains what), and what will be acceptable as an adequate explanation.“ (p.155)
  While Blaikie (2000)focused on core elements of the research design, research typologies convey a sense of Kuhn’s concept of the sociological paradigm because of the characterisation introduced by the theoretical perspective, also referred to as the approach (Blaikie 1993). When reviewing the form of qualitative research Tesch (1990) identified 46 terms used by researchers to describe qualitative research though, as with Blaikie (2000), she noted how the terms overlap or are synonyms or exist at different conceptual levels e.g. some are perspectives while others refer to the approach or to the type of data. In order to categorise these numerous ways of referring to qualitative research Tesch focused on the ‘research interest’, “the general analytic objective that lies behind the specific purpose of a research project” (p. 59). In particular she produced a linear cognitive map moving from the most specific research interest to the most general grouped as four major types: characteristics of language, identification of patterns, comprehension of meaning and reflection. The result was 26 different types of research and nine types of educational research grouped under the four headings of anthropology, phenomenology, critical theory and action research 
  Guba (1990) recognised the difficulty of defining the term ‘paradigm’ by referring back to the multiple uses of the term by Thomas Kuhn. He valued the lack of clarity as this paved the way for developing understanding through consideration of conceptual issues. In a simple statement he referred to paradigm generically as “a basic set of beliefs that guides actions” (p.17) and then expressed the view, underpinned by Kuhn’s concept,  that all paradigms are characterised by ontological assumptions about the nature of reality, epistemological assumptions about the relationship between the knower and the known and methodological assumptions about the knowledge acquisition process. 
“The answers that are given to these questions may be termed, as sets, the basic belief systems or paradigms that might be adopted.” (p.18)
Guba and Lincoln (1994) expressed an extended version of this view when considering the nature of paradigms,
“A paradigm may be viewed as a set of basic beliefs (or metaphysics) that deals with ultimates or first principles. It represents a worldview that defines, for its holder, the nature of the “world,” the individual’s place in it, and the range of possible relationships to that world and its parts, as for example, cosmologies and theologies do. The beliefs are basic in the sense that they must be accepted simply on faith (however well argued); there is no way to establish their ultimate truthfulness.” (p. 107)
Guba and Lincoln (2005) recognised five paradigms: positivism, post-positivism, critical theory, constructivism and the participatory paradigm. From this point of view a particular type of research e.g. action research or grounded theory could take more than one paradigmatic form, so depending on the ontological and epistemological assumptions the research might be modernist or constructivist grounded theory.  Skrtic (1990) identified a similar categorisation of paradigms in terms of the intersection of the dimensions of ‘science’ and ‘society’ e.g. where scientific knowledge was regarded more towards the subjective than objective end of the scale and the theoretical perspective for society was more towards the conflict than consensus end then the compatible paradigm would be critical theory. The topic of categorisation theory itself is given specific attention later in the thesis in chapter 7 which locates the Creative Analytic Paradigm (CAP) as a form of generative social research.
  Ensuing sections of this review chapter will focus on paradigmatic issues of values, commensurability, research questions, research quality and ethics in order to situate the CAP within the broader context.

The place of values in social research
  The concept of ‘value’ has multiple meanings and is itself the subject of the branch of philosophy known as axiology. Within the domain of social research Duffy and Chenail (2008) refer to values as “preferred ways of understanding and being in the world” (p. 24). They note the centrality of values within any particular research design and express the view that all research methods are influenced by values. Although positivist paradigms and ‘normal’ science claim to be or aim to be value free, Duffy and Chenail highlight their value-laden nature by considering the example of quantitative experimental research.  They draw attention, for example, to the requirement for rigorous procedures, detachment of the researcher and the importance attached to careful data analysis. Lincoln & Guba (1985) used the word value to mean “arbiters of preference or choice” (p. 161). In particular they identified assumptions, theories, perspectives and personal and cultural norms as values that need to be considered when designing and engaging in social research. They focused on the implications of the claim of positivist paradigms to be value free contrasted with the impact of values in social research which is openly ideological.

  In seeking to be value free, positivist research, although now largely superseded by the postpositivist variant which occurs in naturalistic settings, aims for clear definitions and precise measurement and is consequently characterised by quantitative methodology and statistical analysis. In order to ensure reliability research is undertaken in laboratory conditions where variables can be controlled. Detachment of the researcher is regarded as an essential component of this, the scientific method, so as to eliminate bias. This scientific approach to research originated in the Enlightenment thinking of John Stewart Mill (1806-1873) who argued for the values of freedom and individual autonomy and the positivist perspective of August Compt (1798-1857). The application of the scientific method came to be viewed as supporting these ideals, to the extent that not following the scientific method would invalidate the research. The hegemony of science thus took on the character of imperialism. When critiquing value free experimentalism and utilitarian ethics Christians (2005) notes,
“More unsettling and threatening to the empirical mainstream than disappointing performance is the recognition that neutrality is not pluralistic but imperialistic.” (p.142)
Interestingly this hegemonic view of the scientific method is at odds with the essay by  Mill (1909) ‘On Freedom’ in which he espoused the need for openness to multiple viewpoints in order for the truth to emerge. Moreover, the particular methods of normal science constrain what counts as knowledge and consequently limit what is knowable to propositional knowledge. Guba and Lincoln (1985) continue to identify the negative implications of ‘value-free’ research noting that scientific research would be invalidated where reliability of the findings was questionable even though reliability relates to internal coherence rather than truth value. They also note the invidious practice of extracting moral implications from value-free research as well as the tendency to found political decisions on technical details of research reports emphasising that, “decisions free from values is an absurd conclusion for anyone experienced with the political process” (p.172). 
  Lincoln & Guba (1985) note that personal values are evident in all forms of research in the choice of research problem, methods of data collection and in the approach to data analysis. Personal values become more significant however when recognised and acknowledged by the researcher. Within postmodern paradigms disclosure of the personal value position provides a potentially important additional perspective for the reader of the research report rather than grounds for regarding the research as invalid. 
  The impact of values as commitment to theories or research perspectives is evident in what problems or issues are seen as important, in decisions about what constitutes the ‘facts’ and in how the facts are interpreted. An example is provided by Gergen (1994) when considering the multiple meanings assignable to a social encounter depending on whether the interpretation is rooted in psychoanalysis or social theory. Related to this question of the choice of perspective, Chandler (1992) referred to the way in which educational research issues may be side lined through the adoption of theoretical perspectives from outside the domain of educational research. Noting that educational research does not have its own research orientation, Chandler emphasised that educational researchers,
“…have reified the theories and methods of those researchers’ perspectives in other areas and empowered them to dictate to education what is good and valid for education.” (p.127)
This has led to limited “metaphors, imaginations, and realisations of what the educational phenomenon is all about” (p.128). Chandler’s response to the emerging binary ‘either/or’ domination of theory is to suggest Lather’s (1990) alternative ‘both/and’ position and encourage adaption of theory rather than adoption, in ways directly relevant to the educational context.
  Cultural values can obstruct the progress of research that is not part of the prevailing hegemony e.g. the dispute between the Church and Galileo, where the Church refused to look through Galileo’s telescope because of the belief that nothing good could come from unnatural methods of enquiry. Another impact of cultural values is in the danger of ethnocentrism when interpreting findings. Blaikie (2000) provided a vivid hypothetical example of the potential impact of ethnocentrism when considering alien researchers from another planet researching human behaviour with reference to their own culture. Finally, implications of values resonance are most evident when “as sophistication grows in a field, its theories evolve, but its methodological paradigms are not permitted the same freedom” (Lincoln & Guba 1985 p.178). Within organisational theory for example, Orton & Weick (1990) consider the diverse typology and methodological implications of the loosely coupled’ concept of organisation when developing a theoretical model. (See Annex 1, podcast 9, focusing on the concept of loosely coupled in relation to the Constraints satellite topic developed in chapter 6)
  In conclusion it is evident that value considerations are a pervasive feature of social research. Recognition of research being influenced by value judgments may lead to undermining of the status of findings as little more than opinion. However insofar as social research is underpinned by social ethics (Christians 2005) the quality of the research is better when it is openly ideological rather than where the influence of values has not been considered or is concealed. As noted by Lincoln & Guba (1985),













  The issue of commensurability of paradigms has been approached both from the point of view of communication between paradigms and also accommodation between paradigms. Kuhn’s perspective on commensurability related to communication between paradigms and was directly related to his philosophically deeper concept of “paradigms as exemplary past achievements” (Kuhn 1996 p.175). He noted how different theoretical perspectives may use the same terms but define the concepts differently. The problem of commensurability for Kuhn was essentially one of language translation in the absence of a neutral language to support the comparison. 

 “Such problems, though they first become evident in communication, are not merely linguistic, and they cannot be resolved simply by stipulating the definitions of troublesome terms [because] words about which difficulties cluster have been learned in part from direct application of exemplars.” (Kuhn 1996 p. 201)

Insofar as it possible for speakers of different languages to communicate with each other (including those maintaining different theoretical perspectives), Kuhn commented that “they can do so if they have sufficient will, patience, and tolerance of threatening ambiguity which, in matters of this sort cannot be taken for granted” (Kuhn 1970 p.277). This particular resolution of the commensurability as communication issue is appealing insofar as experience is an important component of knowledge rather than simple awareness of symbolic generalisations.
  Guba & Lincoln (2005) clarified their viewpoint in relation to the commensurability of paradigms, claiming that where philosophical assumptions are similar paradigms can be accommodated. They emphasised that the issue relates to paradigms at the philosophical level rather than at the level of methods i.e. at the level of ontology and epistemology rather than at the level of data collection methods.
 
“Commensurability is an issue only when researchers want to ‘pick and choose’ among the axioms of positivist and interpretivist models, because the axioms are contradictory and mutually exclusive.” (p.201)

  Firestone’s presentation at the Alternative Paradigms Conference, included as a chapter in ‘The Paradigm Dialog’ (Guba 1990) took a more pragmatic approach. He argued that paradigms could be accommodated because he was in fact doing this in his research and illustrated this claim by noting how in his research he collected viewpoints of participants (with the constructivist paradigm aim of understanding) and then aimed to explain these viewpoints or to use these viewpoints in an explanatory way (postpositivist paradigm aim of explanation). Skrtic (1990) was critical of this viewpoint suggesting that reference to this use of description and explanation was insufficient for demonstrating “that paradigms of inquiry can be accommodated at the sociological level of methodological assumptions” (p. 130). However, the emphasis in Firestone’s perspective is on the practice of research. Rather than the meta-theoretical concept of paradigm which emphasises philosophical assumptions relating to ontology and epistemology, Firestone’s emphasis is on the concept of paradigm as culture, reminiscent of Masterman’s (1970) reference to the sociological paradigm of Kuhn (1996), “paradigms are more analogous to cultures than to philosophical systems” (Firestone 1990 p.108). He drew attention to the way distinct cultures merge and change either gradually e.g. ‘Franglais’ or more dramatically as in the instance of paradigm shifts. He emphasised that meta-theoretical differences such as realist/relativist are insufficient to account for the practical, ‘muddy’ daily experience of practical research. 
  An important component of Firestone’s view is the rejection of the necessary connection between methodology and ontology suggested by Guba & Lincoln (1990),
“The key to accommodation among paradigms is rejection of the … viewpoint that philosophical first principles must determine methodology. Once one begins to look at what researchers do, the walls between paradigms start to break down. In practice researchers use a variety of imperfect approaches to enhance the credibility of their arguments that require complex trade-offs among precision, generalisation, and existential reality.” (Firestone 1990 p.122)
This suggestion that the research process is more complex than implied by neat categorisation into distinct paradigms was supported by drawing attention to the inconsistency within the positivist paradigms of seeking generalizability at the same time as precision and control. Lather (1993) expressed a similar view when deconstructing the constructivist paradigm,
“Paradigms put order into an untidy universe, but to demand that all inquiry decisions be in line with the worldview embodied in a paradigm is problematic. Such a demand assumes coherence and closure that is not existent in the emergent, open-ended processes of social inquiry in a time noteworthy for its disturbing of the formally secure foundations of our knowledge.” (p.331)
  Firestone emphasised similarities between paradigms, for example how both postpositivism and constructivism aim for generalizability but approach this in different ways. Qualitative research encompassed by Lincoln’s ‘trustworthiness’ criteria, aims to accumulate thick descriptive detail in order to support transferability, with the onus on the reader to decide relevance. In contrast positivist paradigms may seek to demonstrate replicability of findings in a range of contexts or to generalise from a representative sample. 
  Differences between paradigms at the more practical and pragmatic level are regarded as differences of emphasis and degree,
“…as one moves to the more operational level, the differences are not incompatibilities but ones of degree and emphasis, the kind of differences that suggest a reassessment of ontological assumptions rather than junking fruitful approaches to research.” (Firestone 1990 p.114)
Firestone continued his assault on the commensurability issue by considering the political utility of research. This view was supported and valued by Skrtic (1990) but identified as part of the range of paradigm issues rather than specifically related to accommodation. Skrtic also lamented Firestone’s lack of attention to the political accommodation of constructivism with the other paradigms. However, this reading of Firestone appears to have given insufficient attention to Firestone’s view that positivist paradigms as well as critical theory and constructivist research are associated with a range of overlapping political aims e.g. both positivist and constructivist paradigms can be used for social engineering, advocacy and education or in ways that are value free, though differ in relation to uses for social control. 
  The second major thread in Skrtic’s opposition to Firestone’s perspective is his rejection of the question itself of whether paradigms can be accommodated, expressed in terms of dialogical discourse. Skrtic’s argument is rooted in the transformation of the concept of knowledge from foundational to antifoundational. This is the postmodern ironist concept of knowledge identified by Rolf (2004). Instead of attempting to reconcile irreconcilables the potential value of multiple perspectives needs to be considered, “the emphasis is on the hermeneutic growth in understanding that results from being open to multiple perspectives” (Skrtic 1990 p.135). Despite Skrtic’s rejection of Firestone’s attempt to accommodate paradigms through the dialectical relationships between principles and practice, there does appear to be a measure of agreement in relation to Skrtic’s emphasis on the role of dialogical discourse. At the personal level of paradigm accommodation Firestone noted his own search is for ‘interesting knowledge’ but also that he is “happy to settle for the generation of ideas that make sense out of the world even if they cannot be ‘proved’ per se” (p.123).
   Morgan (2007), in relation to the ‘paradigm’ concept, argued for the challenging position that the metaphysical paradigm based on ontological and epistemological assumptions, “is now exhausted and should be replaced by a ‘pragmatic paradigm’ (p. 55). Drawing on Kuhn’s perspective, he argued that paradigm shifts occur when anomalies are identified and resolved by an alternative paradigm which also provides new opportunities. He drew attention to the issue of incommensurability as one such anomaly. In a perspective containing elements of both Firestone’s and Skrtic’s views, Morgan emphasised the impact of human agency when considering the implications of combining qualitative and quantitative methods. He emphasised the pragmatist’s focus on ‘lines of action’, ‘warranted assertions’ and ‘workability’ and noted in relation to the strong version of incommensurability that

“…a pragmatic approach would deny that there is any a priori basis for determining the limits of meaningful communication between researchers who pursue different approaches to their field. Instead, a pragmatic approach would place its emphasis on shared meanings and joint action.” (p.67)














  This section compares and contrasts a range of views on the role and status of research questions in qualitative research, and considers the more unconventional idea of research without research questions as this has particular relevance for the CAP. The specific intention is to loosen the association of research questions as an essential, critical and overriding component within effective research designs by drawing attention to paradigmatic differences. My approach here is to begin by focusing on the theme of permeable boundaries and good quality research questions. The following theme on particularistic and universalistic discourses focuses on the status and role of research questions in standard research methodology texts. The concluding theme on focus and alternatives makes specific reference to the influence of research paradigms, suggesting social research can be and has been undertaken effectively without use of research questions. 

Permeable boundaries and good quality research questions
  Koro-Ljungberg & Hayes (2010) developed a view of research questions emphasising the importance of carefully developed research questions which can provide permeable boundaries as an integrated component of the research design. They identified three valued boundaries when conducting an exploratory study of research questions in a range of published articles. These boundaries, referred to as ‘instrumentalization’, ‘study context and setting’ and ‘epistemology’, were thought to “create a helpful and informative methodological space” (p.117) within which to focus the research design. From this perspective research questions can be a significant component supporting methodological congruency within a well-conceived research design, where questions, purposes and methods are interconnected and consistent. The research question boundary of ‘instrumentalization’ focuses attention on choice of methods, suggesting some methods might be more suitable than others for answering particular questions,
“Research questions can be methodologically conceptualized using approaches, tools, techniques, and theories commonly used within qualitative inquiry.” (p.117)
When referring to the ‘study context and setting’ boundary, attention is focused on background information as a way of improving the quality of the research question,
“By including descriptors of the conceptual framework, setting, and participants in the research questions, authors may create a summary for readers that reduces the need to search throughout an article for information” (p.120)
With regard to the epistemology boundary Koro-Ljungberg & Hayes (2010) noted that although frequently embedded in theoretical perspectives, this was the least utilised boundary in the research articles included in their survey but emphasised that, 
“By identifying one’s epistemological positioning and including traces of it in research questions, the researcher could indicate a commitment to particular ways of knowing. This commitment may narrow and define possible methodological and conceptual options for conducting the research.” (p.121)
  This view of the value of boundaries when constructing research questions can be located within and understood as contributing to the discourse related to good quality research questions. For example, Agee (2009) highlighted that a good quality research question “not only inquires about phenomena, understanding, or perceptions, but also signals the relevance of the study to a field or discipline” (p. 433), and “should embrace theory, either explicitly or implicitly as a way of giving direction and framing particular ideas” (p.438).  Influenced by the concept of ‘thick description’ from Geertz (1973), Agee (2009) also emphasised that research questions need to focus on the particular, the details of the individual person or group and the particular setting.

Particularistic and universalistic discourses  
  The prevailing view as expressed in the literature on research methods is that the research question is the critical consideration when decisions are made about the research methods to use, though as Bryman suggests this particularistic discourse is normative rather than descriptive of the actual practice of researchers (Bryman 2007). 
“It functions as an occupational ideology that contributes to conveying a sense of the rationality and rigour of its members’ craft.” (p.18)
A more realistic model of the role and status of the research question is the view in which the choice of research methods is mediated “by prior methodological commitments, perceived expectations of disciplines, journals and funding bodies, and ideological loyalties” (Bryman 2007 p.17).
  Bryman’s (2007) research focusing on the role of the research question in social research originated from the observation that accounts of social research in textbooks and journals published between 1994-2003 suggested uncertainty about the role of research questions and “even a rejection of the view that research questions drive research” (p. 7). Semi structured interviews with social scientists led to the categorisation of two discourses: ‘particularistic’ where it was claimed that research methods needed to be directly matched to the research question and; ‘universalistic’ where, for example, use of mixed methods were thought to lead to better quality research so research questions need to be framed in such a way as to enable this type of research methodology to be utilised and;  where requirements of publishers and/or competencies and preferences of researchers were overriding factors in choice of methodology.
  In seeking to account for the observation that some of the respondents oscillated between particularistic and universalistic discourses during the interviews, Bryman (2007) suggested that these respondents felt “that the implications of research questions for methodological choices are not as obvious as textbooks imply” which “allows methodological preferences to manifest themselves” and continued by noting that “the textbook account, with its emphasis on particularism in relation to the relationship between research questions and research methods, may be limited” (p. 13). Bryman (2007) also noted this disconnection between research questions and methods within some of the surveyed research methods literature.
“… a widely held tenet -  the notion that research questions are central to social research and that considerations of data collection and analysis are subservient to them – is not as widely held as might be expected from its frequent use in textbooks.” (p.18)

Focus and alternatives
  When emphasising the value of research questions within qualitative research, Agee (2009) expressed the view that research questions are navigational tools for providing shape and direction as part of an on-going reflective process at all stages of a qualitative study. She noted how the inspiration for a research study often originates in the deep seated passion of the researcher well before the first draft of the research proposal. Initial questions emanating from this interest help create focus.
“These initial questions can be conceptualized as generative: they may invite a series of more specific questions that help to create the focus needed to move forward with data collection.” (p.433)
However, Agee (2009) also noted that sometimes these broader research questions are stated as goals or expressions of purpose rather than as questions. It was recognised that such an approach can also be an effective means for identifying the focus and purpose of a study as well as highlighting the theoretical  perspective, though Agee suggested that questions “can offer more clearly defined goals for the study and better guide data collection” (p.435).
  The literature on research questions in qualitative research, as referred to above, supported the view that research questions provide focus, direction and boundaries within which research designs can be planned. Hopkins (2008) developed this idea of focus at a more practical level when considering ways classroom practitioners can commence teacher-based classroom research, drawing attention to the concepts of performance gap between behaviour and intention and curriculum evaluation. Akerlind’s (2008) review of academics’ understanding of research identified dimensions of intentions, questions, processes and outcomes which help to position Hopkins’ pragmatic view of research questions within educational research. For example, some researchers valued their research activity at the individual level of personal significance including “a personal voyage of discovery for the researcher, possibly leading to transformation in personal and/or theoretical arenas” (p.19) rather than in terms of world changing transformative impact, which recalls the axiological issue identified by Guba & Lincoln (2005). The literature also highlighted that links between research questions and methods were complicated by a range of factors and brought into question the centrality of the research question within the research design. 
    The questioning of the role of the research question was reinforced by   Koro-Ljungberg & Hayes (2010) who noted that not all researchers would agree that research questions have a central role within the research design, and by Bryman (2007) and Agee (2009) who noted that research questions do not always mark the start of a research study. For example, in some versions of grounded theory (Glaser & Strauss 1967) and in conversation analysis (Psathas 1995) the research commences with only a general focus. A further example was provided by Andrews (2003) who noted that research at the arts end of the spectrum may be developed without use of research questions, being “closer in convention to the creation of ‘monographs’ or book-length works” (p.71) and provided illustrations from Masters and PhD theses.
“One of the most interesting theses I have examined was a study of the use of metaphor in education. It had no clearly defined research question, problem or hypothesis. Rather, it simply stated the nature of its interest and proceeded to explore it. The exploration was unconventional, in that there was not the usual definition of the problem, statement of intention, literature review and empirical data-gathering and analysis. Instead, the thesis presented itself as a postmodernist-text, with a mix of personal statements, autobiographical writing, conventional critical academic analysis, poetry, blank pages, lists and other types of text. These were not linked together in an explicit way; it was left to the reader to make connections.” (p.73)





Ambiguity and divergent open ended thinking are values within the Creative Analytic Paradigm, contrasted with clarity and focus; this disrupts attempts to express the current instantiated exemplification of the paradigm as a general research question. However, one attempt in response to Koro-Ljungberg & Hayes (2010) reference to boundaries would be,
‘What ideas and personal responses are/can be generated through encounters with physical aspects of early years learning environments through developing a contemplative disposition as part of an evolving personal aesthetic?’
These themes are revisited in the chapters 4 and 8 which consider concepts within the CAP and the broader concept of Generative Social Research.

Evaluating quality of research

  This section considers the range of issues related to the quality of research with a particular focus on qualitative research. This will provide a context for developing an approach to evaluating quality in relation to generative social research and the Creative Analytic Paradigm in particular. From the outset it is worth noting that the literature in this area is extensive and covers a diverse range of views on a range of issues. For example, there are those who have rejected evaluation criteria altogether (Smith, 1984); and relativist viewpoints such as Schwandt’s ‘Farewell to Criteriology’ (1996). Other views express the need for paradigm specific criteria and criteria related to specific research traditions e.g.  Waterman’s (1998) view that “qualitative perspectives on validity do not portray adequately all that which makes action research valid” (p.101) and that action research should be evaluated in terms of dialectic, critical and reflexive validity. Noteworthy in this context is Spencer et al’s (2003) identification of 39 adjectives appended to the word validity during their review of the literature including pragmatic, predictive, catalytic and construct validity to mention just a small sample; and still yet other views support the adoption of a set of universally applicable criteria (Tracy 2010). Hammersley (2007) focused on the meaning of the concept of criterion itself and discussed issues of whether criteria should be all encompassing or paradigm specific, considered the status of quality criteria and also raised the question of who should determine the criteria to be used. As another instance of the extent of the literature, Emden & Sandelowski (1998) recorded a detailed history of the response of qualitative researchers to the concepts of validity and reliability, categorising the range of alternative quality criteria in terms of the traditional concepts “being championed, translated, exiled, redeemed, and surpassed” (p.2).  They concluded that, 

“All in all, it seems that reliability and validity (in whatever state of transformation) as criteria for judging goodness in qualitative research have largely been overtaken.” (p.211)

However, recent texts on qualitative research methods (e.g. Mason 2006; Richards 2005; Silverman 2004; Opie 2004; Hopkins 2008) still consider issues of quality in terms of the language of validity and reliability, and as Seale’s (2007) ‘The Quality of Qualitative Research’ suggests this topic is one of the enduring issues in research methodology. 
  Smith & Deemer (2000) identified the quasi-foundationalist (post positivism, neorealism) response to the criteria issue as seeking to “deny the relativism that must accompany the realization that there can be no theory free knowledge or observation” (p. 878) and emphasised that “ideas about criteria must change when we realise that the epistemological project is over and relativism must be accepted” (p.878). The ‘subtle realist’ view of Hammersley (1998) which utilises the concepts of plausibility and credibility in order to establish validity is rejected as leading to an infinite regress. Where plausibility and credibility are in doubt then evidence is needed but the plausibility and credibility of the evidence will also need to be assessed, “and, not surprisingly, his attempt to establish criteria has become entangled in an infinite regress – if not a hermeneutic circle” (p.881). Hammersley’s move away from neorealism is evident in his recognition that there may be multiple views on what is plausible or credible and in his dialogic view of objectivity rooted in open discussion and persuasive argument. Consequently, criteria of plausibility and credibility are social judgments without foundation in a reference to reality beyond experience. Smith & Deemer (2000) also reject the concepts of ‘warranted assertibility’ (Manicas & Secord 1983 p.410) and descriptive validity (Maxwell 1992) for similar reasons that they amount to social judgments without reference to an external reality.
  That the relativism underpinning social judgments has been regarded as self-refuting has been rejected as insignificant since the relativist way of knowing is not epistemology in the positivist sense.

“Relativism is not something to be transcended, it is merely something with which we as finite beings, must learn to live.” (Smith & Deemer 2000 p.887)

Insofar as the empiricist position alluded to above has been found wanting, relativist ontology has led to the metaphors of finding and discovery being replaced with the metaphor of constructing, and recognition of the need to learn to live with the consequent uncertainty of relativism. This does not mean that ‘anything goes’ which would suggest some absolute standard as a point of reference i.e. anything compared to what? More significantly commitment to attempting to justify judgments is part of the human condition. The perspective developed by Schwandt (1996) in ‘Farewell to Criteriology’ expresses this view cogently in terms of the idea of a ‘guiding ideal’ of democracy and ‘enabling conditions’, within the spirit of open discussion, debate and through persuasive argument. Relativism is less an epistemological inquiry and more a practical and moral act of construction. For example, the difference between categories found in or emerging from the data can be contrasted with the potential moral implications about the approach to categorisation e.g. the reading area within an early years setting may be constructed or categorised as a place of seclusion and comfort, providing support for the social and emotional needs of the children. Evaluations of quality are moral and practical rather than epistemological.
  A particularly informative comprehensive study was produced by Spencer et al (2003) when developing a framework for qualitative evaluation. The framework was based on an extensive review of research methodology literature and interviews with experienced qualitative researchers. It also included a review of 29 pre-existing frameworks for evaluating qualitative research, including those focusing on particular types of research such as educational action research, ethnography, case studies and discourse analysis. Attention was given to the concept of qualitative research itself as encompassing a wide variety of approaches and paradigms underpinned by diverse philosophical assumptions i.e. multiple forms of realism and different forms of relativism. In consequence of this multiplicity of perspectives the authors opted for a ‘common elements’ approach to designing the framework. The common elements included data collection, findings, research design, sampling, analysis, reporting, ethics, reflexivity & neutrality and auditability. Also, in view of the diversity of views they found it necessary to limit the scope of their framework and chose to do this on the basis of underlying philosophical assumptions e.g. naïve realist views, radical constructivist views, attempts at value free research and research which celebrated subjectivity were outside the scope of the framework. The central core of the framework is four guiding principles which were used to identify 18 appraisal questions accompanied by a range of quality indicators attached to the common elements. The four guiding principles, emerging from the literature review and interviews, were ‘Contribution’ (focusing on importance or relevance of the research); ‘Defensibility’ (relating to fitness-for-purpose of the research design); ‘Rigorousness’ (focusing on the conduct of the research) and; ‘Credibility’ (involving an evaluation of the claims made by the research).
  Although Spencer and colleagues’ (2003) framework is a detailed and clearly focused evaluation framework the authors emphasise that it is not to be regarded as foundational but to be used flexibly,

“…it also takes heed of the present concern that formalised criteria should avoid being rigidly procedural or over-prescriptive. It has therefore been devised to aid informed judgement, not mechanistic rule-following.” (p. 18)

  The detail and extensiveness of such lists of criteria and quality indicators appear to add clarity to the evaluation process and may even be regarded as “having an important role in conferring respectability on qualitative research” (Barbour 2001). They may act as reminders and guides, particularly for novice researchers, so that e.g. “invalid criteria from other research approaches are not applied inappropriately” (p. 91). However, Murphy & Dingwall (2004) suggested that some aspects of the framework were too abstract and required more precision in the operationalization of the quality indicators. As an illustration, Fig 2, an example from one of the component parts of the framework, leaves open the question of how to judge the rationale for the study design. Marshall (1990) provides an apposite response when considering ‘goodness criteria’ from the perspective of the qualitative researcher noting, “Too often, alternative paradigmers are beaten into submission” (p.197) by the analytical precision of quantitative researchers.
  Alternative viewpoints question the desirability of longer and longer checklists and have given more attention to the role of documenting reflection and auditability. 






 	a/Appraisal questions	b/Quality indicators (possible features for consideration)	c/Notes on study being appraised
                Design	How defensible is the research design?	Discussion of how overall research strategy was designed to meet aims of study	 
	 	Discussion of rationale for study design	 
	 	Convincing argument for different features of research design (e.g.,,, abbrv,,,)	 
	 	Use of different features of design/data sources evident in findings presented	 
	 	Discussion of limitations of research design and their implications for the study evidence	 
Fig. 2 Extract from quality evaluation framework (Spencer et al 2003)

When considering the role of lists of characteristics to support making judgments within qualitative research, Smith and Deemer (2000) emphasised the role of tacit knowledge (Altheide & Johnson 1994), the need for open-endedness and potential constant revision in relation to actual engagement with ongoing research. They opposed precisely formulated tick sheets and rating scales,

“Obviously, to think of a list in these terms is to miss the entire point, so much that it makes a mockery of the idea of qualitative inquiry, of what relativism means, and of what it means to realize that we can no longer be epistemological.” (p.888)

With specific reference to the report of Spencer et al (2003), Smith & Hodkinson 
(2005) referred to the wider background context of the growth of an
audit culture. They argued that the comprehensiveness of this Cabinet Office report and the political climate at the time suggested the framework had the unarticulated aim of providing a definitive set of criteria encompassing almost all forms of qualitative research, with the associated implications for publication and funding. They suggested that the framework had “clear epistemological underpinnings that were never critically acknowledged (p.928), were critical of the centrality of method “as the prime determinant of truth” (p.929), and noted that insufficient attention was given to the need for substantive knowledge of the area that the research contributed to. More generally, when focusing on lists of criteria as micro and macro political processes, they drew attention to the EPPI list of criteria noting how “many high-quality research papers would be rejected if all these criteria were seriously enforced” (p.925), referring to ethnography as producing potentially high quality research, even those ethnographies without a clear methodology.

“In effect, through this report, the government was striving once more to establish universal criteria for the control of social and educational research that the NERF set as its early goal before backing off in response to charges that it was curtailing academic freedom.” (Smith & Hodkinson 2005 p.929)

  A more recent attempt to produce a framework incorporating universally applicable criteria is that of Tracy (2010), based on eight quality indicators and a distinction between outcomes of research and methods. This model draws together quality concepts from different paradigms which are also common between different paradigms. Unlike the framework of Spencer et al (2003) the model is presented in a narrative format rather than as a checklist of items related to stages of the research process, but does also require careful and thoughtful interpretation and engagement with the criteria rather than being used prescriptively. The criterion ‘rich rigor’ (p.841), for example, is intelligible in terms of Geertz (1973) ’thick descriptive detail’, Burns’ (2001) ‘descriptive vividness’, Stiles’ (1993) ‘procedural trustworthiness’, as well as concepts of plausibility, credibility, auditability and transparency. In view of the above, rich rigor involves well developed descriptions and full explanations, use of a variety of types of data and theoretical constructs. It also involves providing evidence of the thoroughness of the inquiry and the appropriateness of the methods used. 
  The views of Spencer et al (2003), Tracy (2010) and others e.g. Lincoln’s trustworthiness and authenticity criteria (1990, 2005) lead to the question of whether quality criteria should be universal, paradigm specific or specific to any particular model or research design. The concept of rigour, associated with quality, is traditionally interpreted in relation to the strict application of the scientific method in order to ensure validity and reliability. However, from an historical point of view this understanding of rigour and implications for quality was open to disagreement depending on which of the natural sciences was taken as the underlying model e.g. physics or botany. Furthermore different research traditions have developed particular understandings of rigorous procedures e.g. good quality research within discourse analysis has often required the inclusion of full transcripts so that the reader can check the interpretations; by contrast, for ethnographers, where it is not possible to make all the data available, 

“…the validity of their inferences depends on the success with which they have learned the culture of the people they are studying, and thereby become able to interpret accurately what meanings various phenomena have for them.” (Hammersley 2007 p.297)

Hammersley (2007) developed this view of fundamental differences between types of qualitative research further by contrasting ethnomethodology, which is a descriptive approach utilizing a form of in situ coding where terms of the culture are used to explicate social phenomena, with forms of art based research where the research is judged in a non-epistemic but ethical, political and aesthetic way. More activist forms of qualitative research including forms of action research and critical theory, in which the research is part of educational practice and/or actively seeks social transformation, can also be contrasted with the traditional epistemic goals of research. 
  Hamersley (2007) identified three implications of this methodological pluralism: 
1.	that the differences between the various forms of qualitative research are only spurious and at the practical level of doing research the differences are less marked, which suggests a common set of quality criteria is not problematic;
2.	that there are fundamental differences between the various forms of qualitative research and consequently different conceptions of quality which need to be acknowledged; 
3.	(the view favoured by Hammersley) that although there are fundamental differences an attempt needs to be made to find some common ground and develop a consistent way of evaluating quality applicable to all the different forms of qualitative research. 
He referred to differences in value-relevance as the least problematic for developing a common set of quality guidelines though he also appeared to suggest different sets of guidelines may be needed i.e. “somewhat divergent guidelines may be required in different substantive fields” (p. 301). Hammersley’s (2007) response to the implications of differences in ontological assumptions seems well focused in terms of explanation and understanding as disciplinary differences that are not in conflict. However, the view that conflicting views of rigour are resolvable because “conceptions of rigour must be judged in practical terms according to their productivity” (p.301) recalls ‘rigorousness’ in Spencer et al (2003), with the same caveat that some forms of research including ethnography and arts based research may not be rigorous but still of high quality. Noteworthy here is Leavy’s (2009) view of arts based research as ‘vigorous’ rather than ‘rigorous’, which puts the concept of rigour itself in question as a common criterion. This also links to the contrast between activist and epistemological research; Hammersley’s (2007) response suggests that not everything that is currently referred to as research may actually be research and that it is necessary to define the concept of research exactly.  He adds, “but how one could persuade those whose main commitments lie elsewhere that its only immediate goal should be the production of knowledge is far from clear” (p.301), which becomes more intelligible in light of Hammersley’s epistemological position of ‘subtle realism’. 
  With regard to evaluating quality of qualitative research, I would be concerned about elevation of the status of evaluation frameworks leading to tail wagging the dog scenarios, including the potential marginalisation of some forms of research. I would also be concerned that evaluation frameworks become checklists rather than aide memoires or means to “facilitate reflection on previous judgments that enables us to learn from our own experience” (Hammersley 2007 p.289). Where research paradigms have common elements it may be appropriate to use common quality criteria. However, evaluation of the quality of research ought to also consider the unique character of the approach as argued, for example, by Waterman (1998) in relation to the distinctive features of educational action research. An alternative way of communicating a similar idea is that research should be evaluated within its own terms of reference, particularly where there are significant differences between different paradigms. From the point of view of who should determine evaluation criteria, researchers responsible for producing the research design and carrying out the research, who are directly engaged with doing the research, are likely to be in a very good position to identify custom quality criteria. A further question relates to the analytical approach to quality evaluation, the breaking up into component parts, contrasted with the potential for a more holistic approach and also the valuing of tacit knowledge. As noted earlier, evaluation of quality may be understood as a characteristic feature of the prevailing audit culture and may support participation in the culture and accountability – and at least it is possible to question preoccupation with evaluating quality. 
“The purpose however of opening up different modes of communication is not necessarily to reach a single neat answer as ‘triangulation’ might suggest but to reveal the complexities of lived experience.” (Clark & Moss 2011 p.6)
  The Creative Analytic Paradigm (CAP) is primarily concerned with generating meanings and with personally meaningful experience. It is a personal aesthetic and one particular instance of the broader concept of generative social research. As with qualitative research multiple paradigms within generative social research are possible. Separate paradigms within qualitative research have distinctive features which warrant particular attention from the point of view of evaluating quality e.g. critical theory is driven by an ethics of social transformation whereas some forms of ethnographic research may be more concerned with descriptive vividness as an outcome. The particular character of the CAP is the surface impressions and layers of meaning that differentiate the perceptual and conceptual field. Whereas some forms of research may attempt to produce a cognitive map of reality or to faithfully represent views of participants, the CAP aims to develop associations with evocative objects encountered in the empirical domain. It is essentially a personal encounter and relationship concept where the quality of experience is personally valued. Also, insofar as the CAP is an ongoing process the judgment of quality is itself subject to continuous revision.
  Located within the broader concept of generative social research, the CAP adopts a value position as a form of non-systematic inquiry and as with semiotics its approach could be considered impressionistic and subjective. However, the ‘individual readings’ referred to by Chandler (2002) and overlaid meanings are more appropriately referred to as exemplified possibilities, speculative ideas and elaborative interpretation. As such, partially formed ideas can have as much or more value than specific or precisely formulated ideas Quality can exist just as much in ambiguity as in well-formed explanations. Paradoxically quality can exist in simple iconic representations of poetic forms as well as in meanings generated through orientation via established theoretical perspectives. Driven by the motivation of contemplative reflection rather than by the urgency of a specific research question, quality can also arise through the pervasiveness of the generated meanings in consciousness. Exemplification of this way of thinking is included in the pictorial timetable, partition screen and toys satellite topics in chapter 6.
  Chapter 4 of the thesis focuses specifically on concepts within the CAP and provides an in depth view of the nature of the paradigm. The following indicators of quality have been identified as being consistent with the CAP as an ongoing relationship process within a generative social research superordinate category. In specific terms, evaluating the quality of research carried out using the CAP would entail:


	considering the various dimensions of the ongoing encounter and burgeoning relationship with the primary evocative object
o	Explication of the provenance and genealogy of the research would enable the demonstration of engagement and developing disposition which is characteristic of this form of research
o	Focusing on the quality of encounters at different stages as the research evolves has the potential to enable demonstration of the development of meaning
	recognising the way in which theoretical perspectives have impacted the differentiation of the perceptual and conceptual field
	identifying ideas with evocative potential that are not part of established discourses





Chapter 4: Review of concepts within the CAP
	
Evocative Objects
  Sherry Turkle’s (2007) ‘Evocative Objects: Things We Think With’ is an edited collection of brief reflections by a range of contributors including psychologists, philosophers, designers, architects and musicians. Each of the reflections is based on an everyday object, regarded “as a companion in life experience” (p5), chosen by each contributor as having some emotional and intellectual significance, as an evocative object e.g. a cello, ballet slippers, a bracelet, a silver pin, a suitcase and apples. 
  Harman (2008) refers to Turkle’s ‘evocative objects’ as having characteristics of autonomy, richness and depth, which relates to their identity and “swarming inner infinites” (p.456) 
“Surely even the dullest of objects are laced with songs and legends that await their bards.” (p.455)
He suggests that the concept implies a realist view of objects with evocative power, though the concept of evocative objects is not inconsistent with a constitutive concept of interpretation and constructivist ontology (Margolis & Rockmore 2000). 
  There are 34 reflections in total each preceded by a short extract selected by Turkle expressing a theoretical position intended to extend the depth of engagement with the objects. The reflective pieces have been grouped in terms of the way in which the writer has related to the object e.g. ‘objects of transition and passage’, ‘objects of discipline and desire’. The final chapter revisits the reflective pieces as themselves being regarded as an evocative object also.
  The foundation for this way of thinking and knowing is located in the perspective expressed by Levi-Strauss (1962) about the science of the concrete in The Savage Mind. Levi-Strauss argued that mythical knowledge is not a form of knowledge prior to science but constitutes a complete system in itself rooted in the concept of the bricoleur. He used a focus on tribal languages which are very rich in percepts rather than concepts as a way of drawing attention to the bricoleur’s way of working with the tools and materials that are already available. Mythical knowledge is described as arrangements of signs, the intermediary between percepts and concepts. Mythical knowledge builds up structures by combining, arranging and rearranging events and experiences, whereas science creates events through its hypotheses and theories. 

“Both approaches are equally valid. Physics and chemistry are already striving to become qualitative again, that is, to account also for secondary qualities which when they have been explained will in their turn become means of explanation.” (p.14)
  A typical example of reflective writing illustrating the idea of evocative objects as companions and things to think with is the reflective piece written by Howard Gardner, grouped by Turkle within the ‘Objects of Design and Play’ section. Gardner begins by focusing on a family event which draws attention to the significance of keyboards within his family and personal life, where he emphasises the association of keyboards with family love. He explains that even if he could communicate his music and his writing directly without the need for keyboards he would still prefer to use the keyboards, “the experience of my fingers on keyboards feels more than simply a means to a desired end.” (Turkle 2007 p.49) Gardner also begins to reflect on the role of keyboards, as one of the tools created by society as one of the ‘various media of expression’ to think with, particularly during childhood, by referring to Vygotsky. The piece is preceded by a quote from Vygotsky, chosen by Turkle, focusing on the way in which objects support the transfer of meanings.
  Gable (2009) valued the freedom of the contributors in Turkle’s book to reflect in an unconstrained way in response to their emotional connection to their chosen object. Schyfter (2009) valued the detailed accounts of the writers’ engagement with objects of emotional significance noting that, “this collection renders a faithful portrait of the multiplicity, variability, and fascinating intricacy of our emotive interaction with objects” (p.160). This is a view that fits well with the more concrete way of knowing characteristic of the organising and reordering of perceptual experience. Schyfter continued by noting the book’s contribution to the study of semiotics in relation to technological artefacts, and its major contribution to technology studies. He also valued the way in which the writers contributed to the understanding of the formation of subjectivity through interaction with objects, which was also suggested by Harman (2008) when he noted that the contributors, “reflect on childhood artefacts with starry eyes, and confess to traumas in family life with an often stunning intimacy” (p.443). 
  A critical comment by Gable was that he felt the contributions would have had more value if the writing had been more substantial and less ephemeral. A similar critical view was expressed by Schyfter who argued that the reflective pieces were too brief for the views to be explicated in sufficient depth or clarity. These views are reasonable considering the contributions were typically no more than a few pages each. However, Harman’s (2008) review of the book included personal and imaginative responses to the contributions that may have been constrained by more closely argued essays. Schyfter also expressed the view that the individualistic style of the reflections gave insufficient regard to the social context noting that, “while affective relationships might be experienced individually, they are contextualised and made intelligible within a society” (p162). Other criticisms related to the brief theoretical extract preceding each piece as sometimes having only a tenuous link and giving only a limited view of the theoretical source itself. On the other hand, the value of the preceding theoretical extracts is conveyed to the reader when Sherry Turkle notes that “As theory defamiliarizes objects, objects familiarize theory” and she encourages readers to create their own associations, “to combine and recombine objects and theories – most generally, to use objects to bring philosophy down to earth” (p308).
  The concept of ‘evocative objects’ within the Creative Analytic Paradigm (CAP) diverges slightly from Turkle’s use as “centrepieces of emotional life” (p.6) and “the object as a companion in life experience” (p.5). However, there are connections with “particular objects with rich connections to daily life as well as intellectual practice” (p7) and “provocations to thought” (p.5). Yet evocative objects within the CAP may also initially be inactive and part of the perceptual ground rather than figure. Personal examples help to illustrate the difference. 
Evocative object in Turkle’s sense: Looking back to when I was twelve years old I remember a Victorian magnifying glass set that had been given to me by my grandparents and which I made regular use of. The magnifying glasses were set in solid rosewood and the whole thing was very impressive. My interest at the time however was flying model aeroplanes and I needed to build a test bed for a glow plug engine. The instant that I started sawing through the magnifying glass set to get wood for the test bed I realised what a loss this was. Years later I saw an exact copy of the magnifying glass set in the Science Museum in London, which only reinforced my sense of loss. This experience has been with me ever since, and together with others like it potentially leads me to have a more caring attitude in relation to the world I live in. A suitable short theoretical extract to precede this reflection might come from a psychological theorist focusing on moral development, or a philosopher reflecting on the concept of value. Reflections within the CAP are typically, though not necessarily, more extended and related to several theoretical viewpoints rather than being preceded by one short extract. 
Evocative object in Creative Analytic Paradigm (CAP) sense: The reading area is not something that has any particular emotional attachments. If asked I would be inclined to regard it as an important area within the classroom but would soon revert to my main preoccupation of teaching the children. As a teacher within the class my primary preoccupation with the reading area would be to keep it organised, make it inviting for the children and ensure there were books suitable for the current topics for the term. So I might give some attention to this when planning ahead and at the start and end of any teaching day. Of course as a teacher I would also remain alert to everything and anything that has a potential impact on the progress of the children in the class. Noticing a child enter the reading area, pick up a book, sit down and start reading would not normally be an event of any significance. Of course if this happened to be a child that never ever chose to go into the reading area this event might take on more significance. Other specific circumstances might also elevate this non-event into a particularly significant event. Any of these specific details might therefore start to transform this event into an evocative object. In addition non-events of this sort can also be transformed into evocative objects through a more conscious generative process. In both cases a range of orienting concepts, the theoretical viewpoints referred to by Turkle, become part of the reflective engagement with the object.
A specific example of the development of thinking within the CAP in relation to a reading area regarded as an evocative object comes from an observation within a Reception/Nursery setting. Ceppi & Zinni (1998) provide a useful theoretical orientation supporting reflections on this reading area event. They discuss the creation of 'lightscapes' in the Reggio Emilia early years settings. They highlight a range of significant factors including composition, geometry, colour, texture, shadow, variation and manipulability amongst others. During an informal interview with a student teacher during school placement experience, the student identified the contrasting lighting effect in the reading area, referred to the multiple light sources and suggested the potential for control of the use of light by the children 
Int. Oh, it's in here is it, this is the book area, oh, I see.
ST1.You can go in there and there's books and...sit there
Int. ...very comfortable
ST1. It's all,... it's meant to be really dark... It needs sorting actually,.. 'cause lots of lights are getting to ... and they've got loads of lights in that need batteries changing at the moment... but lots of lights and it's just a really nice area 
Ceppi and Zinni also focus on the 'overall softness' of the environment and the design of this reading area illustrated particularly well the idea of ecosystem where there are "... spaces for privacy and a pause from the general rhythms... (this being a) serene, amiable, liveable place" (p.12). The effect of the draped curtains, cushions, chairs, shelves and cuddly toys all helped to make this a liveable and amiable space. The cuddly toys in particular helped define the space as a hybrid environment serving multiple purposes: it was not just an area for reading but a place of seclusion, all the more evident when the child who was being observed got up and left upon noticing the camera!
"The environment is conceived not as a monologic space structured according a formal framework and a functional order, but as a place where multiple dimensions coexist - even opposing ones. A hybrid environment in which the space is given shape and identity by the relationships created within it" (p.11)
Almost immediately after engaging with the reading area as a place of comfort and seclusion, as well as for reading, other non-reading area instances of the relational use of space, in other settings, sprang to mind: the behaviour of two children in a jungle role-play area painting each other’s fingers, and the partition screen event (chapter 6) contrasted with the more precise expectations and opportunities provided by a purpose built home corner house and jungle jeep role-play supporting a more structured activity. 
  Within the CAP as also for Turkle’s concept, evocative objects are objects to think with. The essential difference is that CAP evocative objects are not emotionally charged lifetime companions but are sources of emergent ideas that allow for imagination and speculative thinking. They are the tools and materials of the practitioner researcher/bricoleur. 

Dispositional nature of research and ‘state of being-in-relation-to…’ the evocative object
"For when two beings who are not friends are near each other there is no meeting, and when friends are far apart there is no separation." (Weil no date)

  This section considers concepts of reflection, contemplation and disposition in relation to the Creative Analytic Paradigm (CAP). Ghaye & Lillyman (2006) identified several definitions of reflection, noting that reflection is typically regarded as an active process. However, the more contemplative and dispositional nature of the CAP recognises responsiveness as a component of reflection, the bouncing of ideas as part of the being-in-relation to evocative objects. Research is also typically regarded as an active process of data collection, analysis and interpretation of results as the outcome of investigating a precisely defined research question, so it will be important to begin to explicate the way in which research can be understood as a more passive and unfocused concept in terms of state of being and disposition. 
  Zeichner (1994) noted several approaches to reflective practice that have been identified in terms of major themes in more recent literature, including those relating  to time (e.g. before, during and after), personal or collaborative reflection focusing on teaching/learning or on the social context and to logical/emotional components of reflection. Zeichner also identified models based on engagement e.g. a dimension ranging from instinctive immediate reflection towards systematic and abstract reflection taking months or years (Griffiths & Tann 1992) as well as those separating technical, practical and critical reflection (Carr & Kemmis 1986). Ghaye & Lillyman (2006) identified types of reflection as descriptive, perceptive, receptive, interactive and critical and categorised models of reflection as structured, hierarchical, iterative, synthetic and polycentric. In relation to the need to contextualise personal reflection, Frost (2010) drew attention the impact of globalisation, informationalism and networking and Boud (2010) considered transdisciplinarity and coproduction. Boud (2010) also developed the view of reflective practice as embodied learning which recalls Ghaye & Lillyman’s (2006) polycentric learning opportunity model which involved reflection on values, practice, improvement and context, and Thompson (2012) drew attention to the emotional aspects of reflection which relate to Zeichner’s (1994) earlier focus on reflection as a “detached rational and logical process” compared with an “ethic of care and passion” (p.12). However, Thompson (2012) expressed the view that reflective practice theory has remained underdeveloped and that “the theory underpinning reflective practice is often not integrated with practice” (p.311) and emphasised the need for time to be available for reflection to occur. On a similar theme, Frost (2010) drew attention to managerialism and the risks associated with the audit culture.
  Ghaye & Lillyman (2006) noted that “holistic models which are flexible and explicitly value-based have yet to become established in the reflective development of health care professionals” (p.28) and Klein (2008) argued for a more holistic model of reflection within teaching in order to support not just critical thinking (including the linear rational thinking processes of logical analysis and deduction) but also contemplative and imaginative thinking as well as a disposition for asking questions. This holistic approach to thinking about teaching practice was presented as a postmodern critique of modernity that values teachers as whole persons and teaching as multidimensional and complex. 
“By acknowledging the inner life of teachers in teacher education, we can work towards developing an integrated teacher, or one who has self-awareness and understanding, and who utilizes intuition, imagination, contemplation, and visualisation as a way to understand, interpret and reshape one’s professional practice.” (p.112)
Claxton (1998) in ‘Hare Brain/Tortoise Mind’ presented a compelling argument for the role of intuition as part of a more contemplative way of knowing. Although critics have emphasised the unreliability of intuition Klein also drew attention to the value of intuition across the disciplines, emphasised the value of slowing down and pausing, sleeping-on problems and suspending judgment. 
“The aim of contemplation is not a solution or self-judgment, but rather alertness and awareness, though solutions, and changes may result from contemplation.” (Klein 2008 p.113)
 Although contemplation involves attention to the object of interpretation there is also a sense in which the CAP is an expression of a contemplative life. This is the unhurried positioning of the practitioner/researcher in relation to the more generalised contemplative object - primary sensitizing concept. The importance of this positioning is in the maintenance of this object as part of the perceptual/conceptual field during both the incubation of glancing impressions and also during the transformation of the perceptual/conceptual ground into figure. It is precisely because of the lack of differentiation of the encompassing field that the development of a state of being-in-relation-to the field is so important. From this point of view there is an intention to develop a relationship with the 'setting', a 'getting to know it' and a becoming acquainted with it, and in the process developing ways of thinking in relation to the evocative objects.
  The following Rainforest poem is included here as an expression of the unhurried contemplative disposition. The original evocative object was the visit to a child minding setting. The images remained semi-conscious throughout the remainder of 2010 and into 2012 during which time I read Tuan’s (1977) ‘Space and Place’ and reread parts of Relph’s (1976) ‘Place and Placelessness’. Preparation for the ‘Place a Space’ conference (Annex 3) was an opportune moment to revisit images related to the partition screen satellite topic (chapter 6). The initial association with non-place was now being counterbalanced by Tuan’s concept of place as a pause in the movement; Relph’s concept of ‘incidental insideness’ was now being associated with the listening area in the partition screen setting and contrasted with the Relph’s concept of ‘existential insideness’ that became associated with the rainforest setting

              Rainforest poem (inspired by a child-minding setting in Telford July 2010) 
         How many animals can you see?
          How many children just like me?
                          Friendly crocodile, snake and bear
                          And that’s a gorilla over there
                                        There’s my photo look and see
                 	        And that’s a painting done by me
                 My world, my yellow cellophane and building blocks and books of animals and more


















Sensitizing and orienting concepts
Preamble: This section begins with a brief review of the historical development of grounded theory in order to provide a theoretical context; continues with a focus on sensitizing concepts, including exemplification within the Creative Analytic Paradigm (CAP); provides a similar approach to orienting concepts; and concludes with a summary. Attention is given to the nature and role of sensitizing and orienting concepts within the CAP. Extracts from the memo dataset have been included in order to explicate the relation of sensitizing concepts/percepts and orienting concepts to the evocative objects model.
Development of grounded theory: The original conception of grounded theory introduced by Glaser & Strauss (1967) was underpinned by a positivist view of reality and focused on the idea of the theory emerging from the data. Strauss & Corbin’s (1998) revised version of grounded theory allowed researchers to utilise existing theoretical perspectives when approaching the data but with the reminder to allow the theory to emerge from the data. More recent versions e.g. Charmaz’ constructivist grounded theory (2006) introduced a fundamental ontological change: the theory is the outcome of interpreting the data.  Charmaz noted that, “Tensions between data collection strategies and what constitutes ‘forcing’ are unresolved in grounded theory” (p.18). Seaman (2008) also drew attention to the problematic nature of the constructivist position in terms of the emergence vs. forcing issue but argued for a reconceptualization of grounded theory as a flexible approach within alternative theoretical frameworks rather than as a methodology in its own right. In particular he argued for a synthesis of grounded theory and cultural historical activity theory (CHAT), noting the strength of grounded theory as an approach for analysing data and the strength of CHAT in relation to the socio cultural structural conditions. He argued that a dialectical interaction between these approaches, rather than opting for an objectivist or constructivist ontology, would be a way of circumventing the emergence vs. forcing issue, identifying this as
“…a contradiction that is productive to inquiry rather than a problem or distraction to avoid. The idea of contradiction might, in fact, be used in multiple ways as a powerful analytic tool, helping the researcher to harness the full potential of constructivist grounded theory.” (p.6)
 Sensitizing concepts
Bowen (2006) focused in particular on the function of sensitizing concepts within the grounded theory approach.  He noted that sensitizing concepts, originally introduced by Blumer (1954) in contrast to definitive concepts, are typically employed at the start of a qualitative research study as a way of highlighting important features of the topic being researched. He also noted the value of sensitizing concepts, quoting from Charmaz (2003 p.259), as offering “ways of seeing, organising and understanding experience” and in order to “deepen perception” at the start of the research study.  Charmaz (2006) developed this view further by noting that, “Guiding interests, sensitizing concepts and disciplinary perspectives often provide us with such points of departure for developing, rather than limiting our ideas” (p17). Bowen’s study of community-based antipoverty projects and a social funding agency, drawing on the more recent approaches to grounded theory, began with a literature review, from which he identified a basic theoretical argument that community participation led to creation of social capital and empowerment to bring about change. From this engagement with the literature he derived three sensitizing concepts: community/citizen participation, social capital and empowerment. These sensitizing concepts then became the conceptual framework for the study which utilised the fundamental processes of grounded theory including line-by-line coding and a focus on emerging themes. 

















Layder (1998) regarded sensitizing concepts as single concepts contrasted with concepts taken from explanatory frameworks. He noted that
“It is difficult for single concepts to provide dense and rounded theoretical explanations of the kind we perhaps expect from larger and more general theories, but there is no reason to suppose that they are less illuminating either descriptively or theoretically.” (p.23)
As with sensitizing concepts he regarded orienting concepts as a provisional means of imposing a temporary order on data collected as part of the research process. He noted that both sensitizing and orienting concepts are flexible rather than definitive (Blumer 1954) but, as a critical realist, emphasised the broader scope of orienting concepts insofar as they include reference to both behavioural/subjective and structural/objective features of social life. He emphasised the heuristic role of orienting concepts contrasted with the goodness of fit character of sensitizing concepts, noting that orienting concepts are “more directive of theoretical inquiry than indicative of the fit between particular concepts and data” (Layder 1998 p.110). The purpose of orienting concepts is to “get the theoretical imagination started by trying out provisional conceptual schemes” (p.111).
Layder identified the origin of orienting concepts as including the purposeful searching of literature as well as the researcher’s sensitive and intuitive awareness and engagement with the data and openness to the unexpected. The forcing vs. emergence debate is never far from view though the provisional and flexible nature of the concept was emphasised.











The use of orienting concepts in the Creative Analytic Paradigm resembles Turkle’s (2007) use of brief theoretical extracts preceding each of the narratives
“These texts begin to describe the kinds of connections that help us investigate the richness of objects as thought companions, as life companions.” (p.9)
Summary of the focus on sensitizing/orienting concepts
The emergence vs. forcing issue was identified as a key theme in the development of grounded theory. The reference to sensitizing concepts as ‘points of departure’ and the flexible nature of orienting concepts were identified as ways of responding to this issue. Seaman (2008) argued that the issue could be circumvented by incorporating grounded theory into cultural historical activity theory and regarded the contradiction as productive to inquiry. Layder’s (1998) Adaptive Theory required that approaches to theorising be regarded as ‘epistemologically open’ discourses in such a way that they “cease to be regarded as sacrosanct, monolithic and self-referentially true. Instead, each becomes regarded as a working resource” (p.39).The Creative Analytic Paradigm emphasises elaborative interpretation and generation of ideas when synthesising different approaches, methods and strategies. The forcing vs. emergence issue is particularly relevant for the Creative Analytic paradigm insofar as research utilising the paradigm is grounded in the primary evocative object rather than a specific research question. 

Interpretation
  The following focus on the concept of ‘interpretation’ develops the concept in relation to its meaning within the CAP and also illustrates the CAP as process by juxtaposing extracts from the memo dataset with a more coherent treatment of the topic. The advantage of this practice of juxtaposing extracts is greater internal coherence, intelligibility and completeness but at the expense of commoditization of the process, presented as a snapshot disconnected from the flow. Whereas the ‘process’ involves adding to the stream of memos, editing existing memos and responding to individual memo entries as part of the flow, the intelligibility of the resultant stream as a whole can be undermined by the broad range of included reflections and lack of specifically designed structure. However, extraction of reflections on a common theme and organisation of the memo stream provides a false sense of completeness, consistency and purpose. The potentially unintelligible, ambiguous, incomplete, disconnected, disorganised, brief, variable form of the memo dataset as process has a particularly valuable role as cognitive stimulation consistent with the evocative objects model. This is the real area for the operational functionality of the paradigm rather than the fabricated coherent and intelligible reflective writing based on retrieved memos from the memo dataset using a particular search term. In what follows section A is the second version of the edited extract from the memo dataset. (The first version of the edited memo dataset is included as annex item Appendix 2). Section B is the reflective writing based on the edited memo dataset. It focuses on three types of interpretation central to the paradigm together with illustrative examples. 
Section A
Extract from the memo dataset. NB. The convention adopted has been to use xxxx where parts of an individual memo have been removed because they have little or no connection with this consideration of the concept of ‘interpretation’. 


....7th December 2006... .... The Loveless and Antoniou paper presented at the Challenging Orthodoxies conference highlighted the value of alternative methodologies outside dominant paradigms and raised awareness of artistic sensibilities. The paper focused on how the artist perceives, the 'aesthetic vision of creative artists - a high level of consciousness, an alertness that we can learn from artists' (p.1) as a way of developing researcher creativity. The paper focused specifically on 'noticing' and 'imagination' as the first stage in the research process and was concerned with the development of '...a deeper more creative research imagination' (p.3). ... .... Some questions arising from the paper were: To what extent can research be regarded as a creative activity? How can the creativity of the researcher be developed through the creative arts? What is the range of creative techniques for developing the research imagination? What does the imagining stage consist of? ... .... The paper noted that creativity might enhance initial ideas, questions, selection of methodologies, data analysis, interpretation and representation. It was suggested that a focus on the creative process of artists, writers etc. could lead to more insightful and deeper understandings. It was suggested that an important role for creativity in research included presenting, adding to, offering insights, 'stir the memory and fertilise the unconscious' (p.5), say something unsayable. Other points arising from the paper included the recognition that artists, writers etc. focus our attention on developing 'heightened vision, sharpened senses, greater physical and emotional sensitivity to the more complex dynamics of the process.'(p.4) and that this can become possible through creative training, developing holistic vision, paying attention, developing creative-insight. ... .... A final point of interest was the view expressed that in order to make effective use of the 'aesthetic imagination' we need to be in a state of uncertainty. xxxx
29th March 2010 (Keywords: active reading, search engine, search/read/write, wiki, diachronic process, interpretation) xxxxxxxxxxxxx xxxx x x xx 
Novitz (2000) refers to the postmodern concept of interpretation as an "ongoing 'play' of meaning" (p.219) and notes Barthes' concepts of 'text' and 'writerly reading', For Barthes the goal when writing is to make the reader more active where "...'writerly' reading or interpretation helps create the meanings that are found in the work."(p.219)
Novitz explains that   'writerly' "interpretation involves the playful, unconstrained restructuring of our ordinary linguistic beliefs, premised always on the belief that language is itself an infinite network of significations, without a stable foundation on which our understanding of it is to be based." (p.219)
 This conveys the sense in which a more active model of reading is one where the interpretation of the reader contributes to the meaning of the text; this view is developed further in Barthes' essays, 'The Death of the Author', 'On Reading' and 'From Work to Text' (Barthes, 1986) and also considered by Foucault (1998) where the dissolution of the author is tantamount to a moral imperative.
4th April 2010 (Keywords: interpretation, active reading, catalytic validity)  The title of the thesis is still not entirely certain. The original title included, "…building a multimedia interpretation …"; the title also included, "Developing a creative analytic paradigm…" These two components of the title were understood as part of a broader encompassing concept of arts-based research. Although the creative analytic paradigm (CAP) is conceived as a process the outward form is that of an artfully crafted conceptual canvas of glancing impressions being developed as satellite topics. As a contemplative dispositional concept and state of being, developed in response to emerging evocative objects, the CAP is quintessentially a human construct and a personal aesthetic. It is therefore potentially interpretable as an aesthetic object. However, interpretation in the Arts is a controversial area and Stecker's (2005, in Gaut and Lopes) chapter on Interpretation includes a critique of 'actual intentionalism' and a discussion of the 'proper aim', of 'monism/pluralism' and of the 'work meaning' issues. He also drew attention to the ontological issue which focuses on the duality/lack of duality of the object and those interpreting it. "Hence, the object of interpretation is in essence made or altered by the interpretation rather than something entirely independent to which it is addressed." (p.332) This is a particularly relevant view because of its direct link to constructivist paradigms in qualitative research and especially because of the process nature of the CAP.
   The aim here is to begin to consider ways of appreciating the CAP consistent with the nature of the paradigm.
   From the perspective of actual intentionalism interpreting a work of art involves comprehending the artist's actual intentions, what the artist was seeking to achieve. So this point of view suggests that Art entails purposeful activity and interpretation involves understanding the artist's purpose. Of course, the achievement may be very different from the initial or final intention, which extends the critique to include 'hypothetical intentionalism'. When considering 'proper aim' of interpretation however, Stecker highlights a range of possible alternative interpretive aims e.g. value maximization which seems to mean identifying value in the work; identifying at least one way of understanding the work even though it is acknowledged that there might be other understandings; understanding the work in the context of social theory and, "There may even be some interpretations that do not literally say anything about a work, but seek to get us to imaginatively contemplate certain actual or possible states of affairs." (p.326) This latter seems to have a potential connection with the concept of catalytic validity in qualitative research and also compatibility with the CAP.
  However, Novitz, writing in The Philosophy of Interpretation (Margolis and Rockmore, 2000) rejected the possibility of multiple conflicting interpretations and compared 'elaborative interpretations', dependent on the imagination and creativity of the reader, being potentially exploratory but nonetheless gratuitous, with 'elucidatory interpretations' which focus on understanding. 
The idea of "… building a (multimedia) interpretation…" suggests intention particularly when linked to the artfully crafted conceptual canvas. Taking the idea of interpretation as identification of intention it would be reasonable to look for the guiding intentions underpinning the building of the (multimedia) interpretation within the CAP. What was the author/researcher seeking to achieve when artfully crafting the conceptual canvas? The 'work meaning' concept is also particularly relevant as it raises the question of whether the thesis has any particular meaning since meanings are ascribed and perspectival. Further focusing of attention following Novitz' (2000) reference to the 'singularity constraint' is the use of the indefinite article in the title of the thesis, "...building a multimedia interpretation...": the 'a' suggests more than one interpretation is possible and/or different ways of communicating, expressing and recording the interpretation are possible. What precisely is meant by 'interpretation' within the title of the thesis? Clearly the generative divergent analysis model highlights the role of imagination and interplay of reflections. However, whereas the epistemology of the CAP encompasses 'elaborative interpretation', the CAP actively seeks to position itself beyond the "fallibilistic spirit" (Seale 2007) yet also includes e.g. developing heightened sensibilities while rejecting the view of cognitive transparency advocated by Novitz. 

17th April 2010(Keywords: interpretation) Interpretation of the physical setting, following Lamarque (in Margolis & Rockmore 2000) would entail focusing on the setting as the "...'practice-dependent', cultural and Intentional" (p.106) concept of 'work' rather than on the setting as 'text'. However, Lamarque emphasizes that his view differs from Barthes insofar as he regards both text and work as abstract concepts, whereas Barthes has the 'work' as necessarily existing in a concrete physical form. For example, the book on the bookshelf is the 'work' but for Lamarque the 'work' is the idea that constitutes the book, so if the book is destroyed the work may still exist. The implication here is that the classroom as work includes the purposeful management of the particular physical setting, including intentions of the teacher and other decision makers. On the other hand, Lamarque has a restricted view of text highlighting syntax and grammar while speaking of sentence types. He contrasts this view with that of Margolis who has a more post structuralist view of text, which is more consistent with reading the physical setting itself as a form of text. 
 Lamarque also raises and considers the question of Imputationalism and refers to the concept of 'transformative interpretation', which refocuses attention on elaborative interpretation and the exploratory model. 
16th May 2010 (Keywords: ontology, arts based, paradigm, aesthetic) Recent developments in the ontology of art, as noted Rohrbaugh in Gaut & Lopes 2005), attempt to resolve issues arising from 'type-theories'. A particularly interesting viewpoint is expressed by Davies (2004) who regards the work of art not as the object, the final canvas, but as the event, the whole process by which the artist arrives at the final product, which is merely the 'focus of appreciation'. Jackson Pollock's canvases come to mind: it's not just the squiggly lines of paint but the riding of the bicycle across the canvas and the idea itself that identifies Pollock's work as art. 
 From this point of view the creative analytic paradigm, as personal aesthetic, as process involving elaborative interpretation generated through experience and the idea of the original combination of constructed ideas presented as a conceptual canvas, at least starts to suggest that the thesis is a work of arts based research. 

19th July 2010 (Keywords: interpretation)Lamarque, in Margolis & Rockmore 2000) draws attention to a difference between 'generic interpretation' and 'meaning-determining interpretation'. This difference is rooted in Lamarque's consideration of the role of context as an essential foundation for interpretation to be possible at all. Of particular interest here is Lamarque's assignation of roles: the domain of generic interpretation is that of 'the artist' where the domain of meaning-determining interpretation is that of 'the appreciator'. This is intuitively reasonable as, for example, the defining characteristics of a period within Art history such as Cubism provide the context within which meaning-determining interpretation becomes possible. The generic interpretation of the artist provides the framework for the interpretation of the appreciator of the artwork. Lamarque helpfully includes a range of non-art examples e.g. evidence at a murder scene, message in a bottle. 
 The generative activity of the creative analytic paradigm appears more closely related to this notion of the generic interpretation of the artist than to the meaning-determining interpretation of the appreciator. However, insofar as the physical setting of the early years classroom can be regarded as an outcome of purposive human activity, meaning-determining interpretation is also a legitimate preoccupation within the broad speculative epistemology of the paradigm.

19th July 2010 (Keywords: interpretation, setting, research question, title) The title of the thesis includes, "building a (multimedia) interpretation of the early years physical setting". The suggestion of this wording is that the focus of the interpretation is on the generic concept of setting as 'text', in the Margolian post structuralist meaning, rather than as 'work' either in the Barthian sense of a specific physical form or as in Lamarque's view as the specific idea.
 In memo entry 12/1/2010 I highlighted that the key point from noticing contrasting attitudes of teachers in relation to classroom resources was the illustration of different views rather than the specific viewpoints per se. This way of conceptualizing the outcome space would seem to contribute to the elaboration of the 'text' of the classroom. However, interpretation typically only becomes necessary when meaning is not clear. The particular focus on and way of elaborating the 'text' of the setting (in relation to teachers' view of resources) appears at first glance to be merely a descriptive process, simply a statement of teachers' views. On the other hand perception is generally regarded as value laden, except when underpinned by phenomenological bracketing (though Husserl appeared to modify this view in later writing). Decisions as to what to notice and what to include as constituent of 'text', as well as the speculative thinking that led to the identification of differences of view each make their own contribution to the idea of building a generic interpretation. 
Section B
  Interpretation continues to be a central concern within the CAP. It was originally brought into focus by use of the phrase, ’…building an interpretation’ within the title of the thesis. The use of the gerund ‘building’ draws attention to the process nature of the paradigm. As a metaphor ‘building’ suggests a constructive process e.g. assembling using building blocks, possibly following a blueprint or set of plans; the alternative metaphor of ‘painting an interpretation’ moves in the direction of the creative freedom of the artist, though influenced by the properties of the paint medium.  The dimensional scale implied by these metaphors is stated simply as moving from experiential reality to imagination: the connotations of the concept of interpretation within the CAP are underpinned by this broad dimensional scale. In terms of this scale the three fundamental categories of interpretation characterising the CAP are types of, 1/ generic interpretation; 2/elaborating interpretation and; 3/meaning interpretation. 

Generic interpretation
 Lamarque, (2000) made a distinction between ‘generic interpretation’ and ‘meaning-determining interpretation’, assigning the former to the artist/producer and the latter to the appreciator of the work of art or other object of interpretation. He drew attention to the role of context as a prerequisite of interpretation, suggesting a relativist viewpoint. From the point of view of the CAP, the generic interpretation is encompassed by the parameters of the evocative objects model and commitment to developing the instantiation of the paradigm as a personal aesthetic. 
 The concept of generic interpretation applies in a broad way to the creative process of producing an artfully crafted conceptual canvas, an outcome space populated by ongoing reflective encounters arising from glancing impressions raised to the status of evocative objects and satellite topics. The conceptual canvas itself, consistent with aspects of the form of Conceptual art (Alberro & Stimson 1999), may have limited aesthetic appeal though does also suggest elements of Cubism, Impressionism and self-expression as a personal aesthetic.  

Elaborating interpretation
  Novitz, writing in the Philosophy of Interpretation (Margolis & Rockmore 2000) introduced the concept of elaborative interpretation as the unconscious filling in of details through the imagination and creativity of the reader. Examples were given from fiction where the same fictional character was perceived differently, with different physical features, by different readers, although these features were not actually detailed in the novel. From the point of view of the CAP this elaborative interpretation is a more conscious speculative and imaginative process and consequently I have chosen to use the phrase ‘elaborating interpretation’ to separate it from Novitz’s concept. Stecker, writing in The Routledge Companion to Aesthetics (Gaut & Lopes 2005) included a similar focus when identifying a range of alternative interpretive aims, noting that, “There may even be some interpretations that do not literally say anything about a work, but seek to get us to imaginatively contemplate certain actual or possible states of affairs” (p 326). It is also worth noting here that Loveless and Antoniou (2005) refer to the value of alternative research methodologies which harness the aesthetic vision of the artist, emphasising ‘noticing’, ‘imagination’ and the role of creativity. 
  Illustrative examples of elaborating interpretation within the CAP include the brief observation of a Reception class child’s response to a Noah’s Ark interactive display while listening to tidying up music in the background (Annex 2). The elaborating interpretation here is generated through orienting concepts suggested by Kurt Lewin’s phenomenological field theory; Stokols’ transactional model; and Latour’s Actor Network Theory. Although Kurt Lewin was developing his field theory in the 1940's it does draw attention to the significance of perceptual experience of the immediate environment. Lewin's concept of 'channel theory' and 'psychology of the gatekeeper' underpinned by equal attention to both psychological and non-psychological factors focuses awareness on the close proximity of the Noah's Ark and child, with teacher as gatekeeper and 'child initiated learning' as channel. Bonnes & Secchiaroli (1995) draw attention to Bronfenbrenner's view as a systemic perspective pitched at the molar rather than molecular level of the socio-physical environment which includes the important realisation of the potential impact of factors beyond the immediate setting when considering the human-environment interface. This systemic perspective contextualises Lewin’s focus on the immediate environment as being within Bronfebrenner’s microsystem. An alternative interpretation is Stokols’ (1981) transactional model, also consistent with the socio-physical holistic trend rather than focusing on responses to specific physical environmental stimuli, which highlights both phase and form of transaction. The human-environment relationship processes include cognitive (interpretive) and behavioural (operative) forms as well as active and reactive phases. In relation to the Noah’s Ark event Lewin's view of the role of the environment seems to be located within the behavioural (operative)/reactive region of Stokols’ model. There is also a suggestion of the role of non-human actants from Latour's Actor Network Theory (related in Clarke's 2005 ‘Situational Analysis’): this event occurred during tidy up time where the class teacher and TA had interrupted the activity and changed the network of relations. Further imaginative elaboration of the Noah’s Ark observation is included in the Partition screen satellite topic in chapter 6 which draws attention to the interchange/market place duality identified by Auge (1995). Other examples which gain some intelligibility in terms of Stokols’ model include the expression by Reception class children of their views on favourite areas of the classroom which seems to fit within the cognitive interpretive reactive region and; children's use of space to seek out more secluded areas for privacy (e.g. relational use of a reading area for seclusion and the screens event) seems to fit the behavioural operative active region. (Annex 2)

Meaning interpretation
  Gracia (2000) separated relational interpretations from meaning interpretations. On the one hand is the interpretation in relation to a particular sociological, political, philosophical or any other perspective. On the other hand is the meaning interpretation where the determining factor when interpreting the work is the intentions of the author; the understanding of the particular audience; the independently understood meaning of the text and; the independent meaning together with the implications. There is a connection here with interpretive research in the tradition of qualitative research using an abductive strategy (Blaikie 2000) which is preoccupied with understanding meanings as intended by participants in the research – this being comparable with the philosophical focus on actual/hypothetical intentions of the author. Novitz follows a similar line of reasoning when considering ‘elucidatory’ interpretations which are explanatory, compared to elaborative interpretations which generate a state of imaginative contemplation rather than focusing on reality per se. Margolis (2000) refers to the perceptual data of experience as ‘constitutive’ interpretation and the interpretations based on this perceptual data as ‘ampliative’. The focus throughout these views is more specifically concerned with justified explanation rather than with the generation of ideas characteristic of elaborating interpretations. I am therefore using the concept of meaning interpretation to cover all these senses. The validity of such explanations may, for example, be supported through the method of participant validation (checking whether participants agree with the interpretation) compared to a more catalytic concept of validity for elaborating interpretations. 
  Illustrative examples of meaning interpretations include the pictorial timetable event. This timetable was located in a Reception class reading area at the side of the classroom. The location of the timetable led to a variety of speculations rooted in discourse analysis including references to the discourses of authority and parental involvement. Following this elaborative interpretation I re-interviewed the class teacher and student teacher including specific attention to the location of the timetable. The class teacher said she had not thought about the possible connections with informing the parents but found this idea interesting. She then explained that the actual reason for the location of the timetable was that it was the best way to support the Asperger’s Syndrome child in her class. (This timetable event forms the focus of a satellite topic and is dealt with in more detail in that chapter 6)






The heuristic use of poetry

  The heuristic use of poetry within the creative analytic paradigm is that of placeholder, maintaining the perceptual experience as part of a developing disposition in relation to the evocative object. The anchoring of the experience supports engagement with the object as a form of relationship. Consistent with the process nature of the CAP there is no pre-specified procedural order or requirement for writing/preforming poems and songs though they may help to communicate some of the sense of interactivity with the physicality of the setting. Annex 3 includes my abstract for the Making a Difference conference (2009) where I began my presentation with a recorded performance of my song ‘Waterplay and Wellies’ available in Annex 2; my series of podcasts (Annex 1) also includes performances of poems in the 5th podcast entitled ‘the heuristic use of poetry’ (2009).
  Barone (2001) identified two basic human needs, one linked to the formal scientific methodology of positivist research and another that is more closely related to arts based research: closure and certainty on the one hand with the desire to know the truth; the desire for multiple meanings and interpretations on the other. He argued against strict adherence to scientific method in educational research and related the design elements in arts based research e.g. use of metaphor and juxtaposition of disparate images and ideas, to the aims of this type of research: raising questions, generating meanings, stimulating reflection and discussion, re-examining assumptions and questioning hegemonic ideas, values and assumptions. There is a murmuring link here with critical theory though arts based research also has an aesthetic character. These aims are also consistent with the postmodern ironist concept of validity (Rolfe 2004) insofar as they support multiple voices expressing diversity of experience.
Leavy (2009) drew attention to several characteristics of poetry and its heuristic use within social research, including the typical uses of narrative and lyric poetry as a representational form to “paint a feeling picture” (p.64). As a form of engaged writing poetry can also appeal to wider audiences and evoke emotional responses.
“…a poem can be understood as evoking a snippet of human experience that is artistically expressed as in a heightened state.” (p.64)
Barone (2001) drew particular attention to literary-style design elements such as use of contextualised and vernacular language, metaphor and the role of enhanced ambiguity. However, poetry and other creative formats can also perform a different heurist role. The function of my poems is providing support for the longer term dispositional 'turning towards' dimension of the creative analytic paradigm. The particular heuristic function of the poems is maintaining the perceptual experience in relation to the evocative object. This contrasts with the use of creative formats specifically intended to engage the reader and to communicate subtle meanings. It also contrasts with the tendency in more focused research to move beyond the moment while preoccupied with the collection and analysis of data. In this latter sense the poem acts as a means of anchoring the live experience rather than objectifying the experience as data. Although vernacular language, metaphor and ambiguity are relevant for this more personal experiential position marking use of poetry writing, the form of the poems has tended to be literal and context specific as a mnemonic device, with words and phrases acting as markers, though also representing general impressions and enigmatic encounters. 
The poems provide particular support for maintaining the dispositional ‘turning towards’ component of the generative divergent analysis (GDA) approach within the CAP (considered in the next three sections of this chapter). However, primacy is given to the quality of experience and research process as relationship that recalls Buber’s (2004) relational philosophy. 


































       The teacher’s lament
Sprawling play, colourful display, signs of independence;
Yet lack of choice and space for acquiescing teacher
Lamenting cupboards full of old unused resources
Constrained by heavy health & safety fire door,
Governors’ rule and policy
Impacting creative interactive alcove learning

Head teacher’s rejoinder
Massive problems, controversial view of table choice and what to do
Storage space, another teacher’s way –‘I’ll use this resource not that today’
Not resource age but teachers’ choice and then table policy in view
Old Victorian building with need of outside place to play
Brighten furniture and tables 
                “Spend a little bit of money … if we had some”



































Rainforest poem (inspired by a child-minding setting in Telford July 2010)
         How many animals can you see?
          How many children just like me?
                          Friendly crocodile, snake and bear
                          And that’s a gorilla over there
                                        There’s my photo look and see
                 	           And that’s a painting done by me
      My world, my yellow cellophane and building blocks and books of animals and more






























































Not enough for ADHD
	Unsustained attention, hyperactivity




        
After writing the Water play and Wellies poem I performed it as two songs with guitar backing. …link to recorded songs at: … (Annex 2)


	Water play and Wellies is essentially a happy poem (the title suggests sploshing around in the water) where empowered children (re self-registration) are able to safely enjoy themselves (re free from fretting) through playing both in the comfortable surroundings of the classroom and in the messy outdoors. The poem ends with the confirmatory, “– glad I was there.”
	Questions about why I chose these images – in relation to my own personality: it wasn’t until after I had completed writing the poem that I realised I had collected images of ‘happy childhood’ so possibly this poem is as much about me as about the setting though the immediate impact of the learning environment generates resonating states of mind – “Cushions, easy chairs, chaise longue and comfy carpet” was one of the precursors for this state of mind.
Data source: Although based in experience the poem is also a combination of idealized imagery celebrating childhood, framed by the physicality of the early years setting.
Comment
This (re)presentation of the data in the form of poetry, even in these simple and short poems, begins to uncover 




























































Development and exposition of the ‘Generative Divergent Analysis’ (GDA) model and ‘satellite topics’ through approaches to coding 
  My approach in this section is to begin by outlining a range of data coding methods in relation to the genealogy of the CAP concept of generative divergent analysis (GDA). This forms the genealogical context for the development of the GDA model. This is followed by a more detailed account of approaches to coding leading to the concept of ‘satellite topics’ and the exposition of the GDA model itself. Subheadings have been used to separate the earlier approaches to coding from the specific exposition of the GDA model. 
  Lewins & Silver (2007) identified several approaches to coding and also drew attention to qualitative methods that approach data analysis in a more holistic way, such as narrative research. My initial approach to analysing data at the commencement of the thesis resembled the open coding method of Strauss & Corbin (1998) though made little headway with axial and selective coding and core concepts. The alternative approach of associational, relational and positional mapping (Clarke 2005) was also adopted early on in the development of the thesis. However, neither of these approaches appeared to be particularly well matched to the evocative objects model, at least as it was being instantiated through the substantive area of the early years physical learning environment at that time, so alternatives were considered. Richards’ (2005) descriptive, topic and analytical coding appeared to be relevant insofar as the topic coding focused directly on identifiable themes. Mason’s (2006) literal, interpretive and reflexive indexing also seemed relevant because of the focus on interpretation and the imputation of meaning within the CAP, though the evocative objects model is more divergent than convergent. Layder’s (1998) provisional, core and satellite codes were of particular interest insofar as the CAP has a primary sensitising concept as a general point of origin or core and bundles of associated ideas in response to evocative objects. However, all these approaches fragment the data and search for themes and connections amongst the parts. The more recent and contrasting approach within the CAP, exemplified by the GDA model, is a more holistic process in which systematic cross-sectional indexing and specific coding is emphasised less than associational thinking in relation to specific and separate evocative objects. In consequence of this idiographic emphasis I decided to combine satellite codes with topic codes to produce the idea of ‘satellite topics’ (developed in chapter 6).


Approaches to coding  
In the early stages of the development of the thesis the early-years physical learning environment was an entity with very few associations. As my experience of primary school teaching up until 2000 was almost entirely KS2 classes, I had always felt an outsider when visiting early-years classes as part of my coordinator’s role. It is not surprising therefore that initial encounters in early-years settings while supervising undergraduate and postgraduate students on school placements after 2000 led to noticing and identifying broad areas of interest and potential points of contact with my KS2 comfort zone. Consequently I started by developing awareness of classroom displays, classroom areas, furniture, resources, children and adults in the setting. 
  To start with, when visiting early-years settings I typically felt slightly disoriented because of the contrast with my experience of KS2 classes. This may simply have been the result of encountering water, sand and role-play areas and more movement of children but the visual impact was quite noticeable. My experience during the last eleven years of visiting early-years settings suggests that this initial impression of visually rich learning environments is fairly typical though I have also had experience where classroom displays were not well developed.  It is therefore understandable that my first reflective encounter with early-years settings involved focusing on classroom displays. Strauss & Corbin (1998) introduced the open, axial and selective coding approach as part of their grounded theory methodology and although my ‘text’ at this time was essentially the physical learning environment rather than interview data, I felt that categorisation could be approached as a form of open coding. 
  Strauss & Corbin (1998) explained that open coding is essentially a process of assigning categories to phenomena, including micro-analysis at word and sentence level as well as more broadly, and involves developing the specificity of the categories in terms of properties and dimensions.
“This qualifying of a category by specifying its particular properties and dimensions is important because we can begin to formulate patterns along with their variations.” (p. 117)
Starting from this basis and with an awareness of the grounded theory concept of theoretical sampling I began to identify properties and dimensions of the concept of ‘classroom displays’, which appeared to be an appropriate way of drawing together my various experiences of this type. In particular I identified 20 properties and dimensions (which relate to the extent to which the property is evident) of classroom displays as shown in Fig. 3 and developed further in the exemplifying satellite topics (chapter 6) .
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Fig. 3  properties and dimensions 

  However, within grounded theory the reason for open coding is to start answering the question “What is going on here?” (p.114).The primary emphasis of grounded theory is explaining this action through the process of axial coding which focuses on identifying links between categories and sub categories, and selective coding which focuses on identifying a core category.  It became evident at the time that my categorisation of early-years settings was not particularly directed at explaining any specified event or action. An alternative approach was suggested by Spradley’s (1980) book ‘Participant Observation’ which identified domain analysis as a first step in producing an ethnography leading in the direction of the more hierarchical taxonomic analysis which also seemed relevant. Eventually however there was a sense of going nowhere: I seemed to be simply doing content analysis of the physical aspects of the classrooms and was conscious of the lack of ‘action’ and was wondering why I was going to the trouble of producing such a detailed content analysis. My interest in categorising the physical setting was still very evident but I started to engage with the problem of problematising the physical setting. My incipient taxonomy of ‘classroom displays’ appeared as potentially more of a starting point than as an emerging core concept during a selective coding stage. Strauss & Corbin (1998) had emphasised that the emerging grounded theory is developed in terms of a paradigm utilising the concepts of conditions, action/interaction and consequences in the context of what they refer to as the conditional matrix. In light of this I tried ‘reframing’ (Schon 1991) the focus using the physical classroom environment as the structural conditions within which action/interaction and consequences could be analysed. The implication of this was that there needed to be a focus on behaviour within the setting e.g. interaction between children, teacher and setting. A further development occurred in relation to Clarke’s ‘Situational Analysis’ (2005) which suggested another framework for viewing aspects of the physical setting as non-human actants within an actor network model and a postmodern version of grounded theorising. The postmodern preoccupation with multiple perspectives, partial truths and complexity started to become more influential. This ambition to problematize the setting was one of the first major landmarks in the development of the CAP.  
  Clarke (2005) argued for a postmodernist re-grounding of grounded theory in terms of Situational Analysis. Whereas Strauss focused on the question of understanding the action and Foucault’s Fields of Practice/Conditions of Possibility was concerned with the question of potential developments, the concept of ‘situation’ encompasses both questions. However, Clarke emphasised
“I am explicitly not arguing here for some dialectical synthesis of Strauss and Foucault. I am arguing that using the analytics of both considerably strengthens situational analysis.” (p. 59)
Clarke was noticeably dismissive with regard to the causal, intervening and contextual conditions referred to by Strauss & Corbin (1998) as well as rejecting conditional paths analysis. Furthermore she expressed her view emphatically that the conditional matrix of grounded theory supports an abstract and insufficiently detailed analysis. 
“Instead, I am arguing in favour of focusing empirically on the situation as a whole and on examining distinctions made from the perspectives of different actors, rather than a priori, categorically, and solely from the perspective of the researcher” (p. 66).
The appeal of situational analysis was in its emphasis on the detailed consideration of the major contribution of the nonhuman component of the situation. Clarke argued for developing a research design that specifically addressed the silences, the implicated actors, areas of discourse that are not directly visible in interview and ethnographic data and highlighted ‘identity/difference’ issues such as gender, ethnicity, social class and special educational needs as being central to the concerns of situational analysis. Although these particular themes had no specific a priori guiding force within the CAP the use of cognitive maps provided an alternative approach to reflective engagement with the data which I decided to explore. 
  The approach in situational analysis involves producing associational, relational and positional maps as an alternative to coding. During one of my observational visits to a reception class an open discussion with the class teacher centred on the theme of opportunities and constraints which suggested use of associational, relational and positional maps. The end result has more the appearance of a phenomenographic mapping of a potential outcome space (Marton 1986; Dall’Alba 1996) rather than being a theory to explain a core category and basic social process (Strauss & Corbin 1998) though included recognition of multiple positions (Clarke 2005). The particular interest of this theme was in the class teacher’s preoccupation with old resources taking up cupboard space that she had no control over (nonhuman actant). The theme is developed further in the satellite topic focusing on opportunities and constraints (chapter 6).
   Richards (2005) identified descriptive, topic and analytical coding. Descriptive coding refers to the collection of information related to the particular research focus and resembles quantitative coding e.g. details of age, gender, and ethnicity of participants. This is the sort of background information that contributes to the collection of ‘thick descriptive detail’ (Geertz 1973). However, the modus operandi of the CAP is engineered serendipity rather than systematic planned data collection.  Meaningful encounters with evocative objects are at the level of surface encounters rather than thorough investigations of phenomena. Yet when observing a reception aged child’s solitary play with a toy car in a partitioned area of the classroom, information about what toys the child plays with at home and whether the child has brothers and sisters might influence the ideas evoked from this observation. Background information may therefore be relevant insofar as it may add another dimension to the range of associations. On the other hand the CAP values productive ambiguity and detailed information can restrict the range of imaginative responses to the data. 
  Richards (2005) notes that topic coding “merely allocates passages to topics”, that it “usually involves little interpretation” and that “it requires relatively little understanding of the situation” (p. 92). It is a sort of coding that can be automated using computer assisted qualitative data analysis software (QAQDAS). At first glance topic coding is similar to Strauss & Corbin’s (1998) open coding but the procedure is to plan in advance the topics that it is necessary to gather data on in order to make progress answering the research questions. 
“Plan what topics you need to gather data on in order to ask the project’s questions. Just as for attributes, to find out what you’ll need, reflect on what you want to ask.” (Richards 2005 p. 92)
Topic coding can also mark the beginning of analytical coding when the data collected within any particular topic category is reviewed. The idea that topic coding requires little interpretation seems to require some pause for thought as it suggests the positivist view of value neutral research. Also, the idea of planning topics in advance would seem to require maintaining openness to emerging topics to avoid researchers only finding what they are looking for.



























































  Mason (2006) introduced the idea of literal, interpretive and reflexive readings when referring to cross-sectional indexing of data. Using this approach categories are generated through interaction of what Mason refers to as the intellectual puzzle, the research question and the data. 
“Essentially, you need to create for yourself a mechanism for moving back and forth between your intellectual puzzle, your research question, and your data, so that you develop your indexing categories through this process of interaction.” (p. 159)
Intellectual puzzles include developmental, mechanical, comparative and causal/predictive puzzles e.g. the research might be focused on how a particular state of affairs developed or why things work in a particular way. This context for the research suggests a convergent process of seeking to answer a particular research question. A parallel intellectual puzzle for the CAP would be ‘What range of meanings can be generated …’ In relation to the current substantive area this puzzle could be formulated as: ‘What range of meanings can be generated when using the physical environment of the early-years learning environment as an experiential point of origin?’ This is a more divergent than convergent process. Particularly as there is no guiding research question, and it suggests meanings originating from an identifiable source and existing as differentiated experience. 
  Mason emphasised that attention needs to be directed at the ontological and epistemological status of the phenomena being categorised in order to move beyond mere technique. Within the CAP the phenomena are glancing impressions and memorable moments which have the ontological status of elements of experience. The response to these evocative objects is located in the speculative domain so epistemologically categories are ideas, imaginings, possibilities and associations (re previous section on interpretation). They also resemble what Mason refers to as “unfinished resources” (p. 157) which is reminiscent of Turkle’s (2005) ‘objects to think with’. Another major difference between Mason’s approach and that of the CAP is that Mason regards categorisation as a finite process and refers to “the final list of categories and definitions” (p. 160) whereas the CAP is a process of populating a conceptual canvas through ongoing differentiation of the perceptual and conceptual field. 
  The beginnings of the CAP concept of generative divergent analysis are emerging from this focus on Mason’s approach to cross-sectional indexing. Mason’s rejection of the view that regards categories as ‘variables’ in favour of ‘unfinished resources’ is particularly relevant to the CAP. The idea of unfinished resources suggests asking questions, starting points, speculative and reflective thinking which is characteristic of the CAP. Although any categories generated by the CAP are more interpretive and reflexive than literal, cross-sectional indexing itself as a systematic process of categorisation does not appear central to the CAP. Each evocative object and satellite topic is considered in its own right and although there may be interconnections, themes are identified within individual and unique topics. Where interconnections occur they may take the form of clusters of ideas rather than contributions to an emerging theory. There is a point of contact here with Mason’s approach to generating indexing categories, although the CAP maintains a more contemplative than instrumental encounter with the data
“…it means making sure you are as familiar as you can be with your data – read them, look at them, study them, listen to them, think about them and the process of their production, sleep with them under your pillow if you think it will help.” (p. 159)
  Within Layder’s (1998) Adaptive Theory data analysis occurs through pre-coding, provisional, core and satellite codes. Unlike the open coding approach of Strauss & Corbin (1998) where everything is coded initially and selectively abandoned during axial coding, Layder’s pre- and provisional codes simply mark possibilities and potentialities and are retained, and may be developed further. 
“…what I have termed pre-coding or provisional coding should be retained throughout the analysis in parallel, and dialogically engaged with, both emergent core concepts and the extant theoretical materials.” (p.55)
As these potentialities become more significant core and satellite codes are used to mark conceptualisation of main points and give a sense of direction. Layder grouped these theoretical elements of Adaptive Theory as concepts, conceptual clusters and typological models. He noted,
“The complexity and range of meanings which a concept refers to is increased by its incorporation into an established grouping or cluster since this will imply that the meaning of the concept itself is now related to the meanings of the other concepts in the group as a whole.” (p.160)
In grounded theory the identification of the core category marks the filtering and narrowing of focus. Within Adaptive theory pre- and provisional coding continues and occupies attention throughout the research as core categories and typological models are developed. Within the CAP however a loosely formed core category is identified at the start of the research which retains its meaning and status throughout as a sensitizing concept. Clusters of concepts and percepts are formed through reflective interaction with evocative objects related to this initial sensitising concept. I refer to these clusters as ‘satellite topics’ as they are collections of themes emanating from this primary sensitizing concept. Furthermore, the character of the satellite topic clusters is identified by brief descriptive phrases drawing attention to the initial glancing impression that started the reflective process. This aspect of the CAP is therefore closer to Layder’s use of core and satellite codes than to Strauss & Corbin’s axial and selective codes. However, within the CAP conceptual clusters (satellite topics) are not groups of interconnected concepts leading to explanatory typological models. This aspect of Adaptive Theory is not particularly well matched to the more idiographic form of the satellite topics within the CAP. These conceptual clusters within the CAP are more appropriately identified as contiguous ideas and concepts identified as part of the substantive event but without being a necessary part of any explanatory logic. For example, within the partition screens satellite topic (chapter 6) the concepts of environmental challenge, ownership, non-place and privacy are contiguous ideas in relation to the event rather than part of a specific explanation. 
  The understanding of satellite topics within the CAP as idiographic events marks the move away from systematic coding approaches. The CAP is more concerned with the attribution of a range of meanings rather than being driven by an explanatory logic. Specifically searching for patterns in the data is not its primary concern. Systematic and precise coding is therefore not essential and could even act as a constraint on imaginative engagement with the experience. However, conceptual clustering generated by means of associational thinking and use of orienting concepts is still consistent with recognition of overlapping meanings. For example, a sense of privacy was evoked when observing children in a variety of different micro settings including a Jungle role play area, a reading area and behind partition screens though with different specific meanings of privacy within these particular events. Other meanings associated with these events also overlap e.g. environmental challenge is a concept relevant when considering the behaviour of the children observed in the Jungle role play area as well as when observing the children and the partition screens; similarly the idea of relational space relates to the Jungle role play area as well as to observing a child in the reading area. Conceptual clusters therefore refer to clusters of evoked meanings and related reflective thinking. 
  In summary a ‘satellite topic’:
	Is a cluster of contiguous ideas and concepts resembling Mason’s (2006) use of ‘unfinished resources’ and initially inspired by Turkle’s (2005) concept of ‘evocative objects – things we think with’
	Originates in the initial glancing impressions that start the reflective process as a response to an evocative object
	Is refined through editing search results when interacting with the memo dataset for the research project
	Includes narrative description and reflection, reference to literature related to the identified themes and poetry used heuristically to support maintaining focus (chapter 4). Satellite topics may also comprise multimedia elements where this contributes to the reflective encounter with the evocative object.
 
The approach to analysis within the Creative Analytic Paradigm: Generative Divergent Analysis
i.	Analysis  
The genealogy of the generative divergent analysis model (GDA) can be traced back to the initial conceptualisation of the Creative Analytic Paradigm (CAP) which emphasised diachronic process rather than syncretic structure. This more fluid form problematized the field encompassing the thesis as emergent rather than predetermined. The GDA model was conceived as a parameter for the paradigm that allowed for this more open format. However, in the context of considering approaches to narrative analysis, Bold (2012) noted, 
“Analysis is therefore a complex process, not easily described as having a particular structure or following a rigid method since there will be much revisiting and reshaping before the final write –up process.” (p. 122)
She emphasised that the analytical process needs to be matched to the purpose of the research and justified in terms of its utility.  She advised developing a customised approach to analysis based on and adapted from models employed by other researchers. She referred to her own approach, when researching how children expressed their understanding of maths concepts, as ‘structured interventions’ (p.124) which resembled Layder’s (1998) use of orienting concepts to generate theoretical thinking. In light of this, and consistent with the more open form of the CAP the generative divergent analysis (GDA) model is an encompassing concept that allows for a range of approaches to analysis. My strategy when developing this concept is therefore to consider approaches to data analysis in general while highlighting characteristics of GDA.
  Bold (2012) referred to the purpose of analysis within qualitative research as in depth enquiry and understanding different perspectives. In comparison, within the CAP the purpose of analysis is to identify points of contact with the phenomena of experience which generate and have the potential to generate reflection and to elaborate the associated themes.
  Qualitative research typically involves collecting large amounts of qualitative data. Analysis of the data may occur in an iterative manner as in grounded theory or be delayed until after completion of data collection. Bold (2012) focused on types of analysis within narrative research, giving particular attention to “thematic experience analysis” (p.129) which resembles coding within grounded theory and structural analysis which involves analysis of sentence structure and lexical items within the narrative. The data within the CAP is not primarily interview data or transcripts of conversation but may also include observation of behaviour within settings as well as more direct impressions of physical elements within the setting e.g. a pictorial timeline, display items, furniture and organisation of physical space. However, semiotic analysis suggests a broader understanding e.g. reading the language of the visual image or reading the physical environment, so this form of structural analysis is potentially a significant component of analysis within the CAP.
  Bryman (2007) compared inductive analysis with holistic narrative analysis, while referring to the coding procedure within grounded theory as fragmenting. Lewins & Silver (2007) also contrasted holistic narrative analysis with coding approaches that tend to “fracture the data too much” (p. 82).  Glaser (1978) responded to the ‘fracturing’ criticism by arguing that grounding flexible concepts in the data by means of the concept-indicator model avoids over-elaboration and fracturing. However, Dey (1999) emphasised the value of stable concepts which require consistent criteria rather than flexible concepts that may be meaningful only in specific contexts. Mason (2006) contributes to the development of this theme when identifying the value of holistic analysis as being able to focus on specific contexts and unique cases, allowing distinctive explanations and supporting understanding of “intricately interwoven parts of your data set, or social processes, or complex narratives or practices” (p. 166).
  Miles and Huberman (1994) focused on interpretivism, social anthropology and collaborative social research in relation to the qualitative strategies of Wolcott (1992), and Tesch’s (1990) types of qualitative research. For example, they noted the phenomenologist’s diligent continuous reading of the data rather than use of coding; the ethnographer’s focus on producing a condensed description across multiple data sources of particular details including attention to mundane as well as unusual events and features; and the action related deconstructive analytical approach that occurs within critical ethnography and collaborative action research. Their own approach to qualitative analysis was presented as a flow model comprising three parts, 
“We define analysis as consisting of three concurrent flows of activity: data reduction, data display, and conclusion drawing/verification.” (p10)
When explicating their model they note that data reduction is part of the analysis and involves deciding which parts of the data are going to be included in the analysis. A similar view is expressed by Bold (2012) when noting how organising, collating and transcribing data as it is collected is part of the process of analysis. The qualitative data analysis model of Seidel (1998) also consisted of three component parts which they refer to as a “process of Noticing, Collecting and Thinking about interesting things (p.1).  Selective attention of this sort is fundamental to the generative divergent analysis model within the CAP insofar as this involves responding to the phenomena of experience and elaborating associated themes.
  Within arts based approaches to research the nature of the data and the form of the analysis may at first glance have a different appearance. Snowber (2002) notes that “the data of the body can be a place where the soul can sing and the bones dance” (p.21). Mullen & Diamond (2002) , who used “carnival as a transgressive metaphor for educational research conducted as entertainment and diversion” (p.133), regarded data as being produced by participants role playing circus acts and analysis as commentary on the performances. 
  Within the creative analytic paradigm (CAP) data and data collection are typically surface level, glancing impressions of events/evocative objects that may last for no more than a few seconds e.g. two children moving a partition screen, though they may be more enduring events e.g. interview with a class teacher relating to opportunities and constraints or even observations over an extended period of time. Within the CAP analysis begins with and includes differentiating the perceptual field by noticing naturally occurring objects of interest (actively evocative objects) and/or by actively focusing attention (re latent evocative objects), which I refer to as ‘turning towards’. As a constitutive and creative process, analysis within the GDA model extends into the domain of discourse analysis, where according to the perspective of Laclau & Mouffe considered by Howarth (2000), all objects exist as part of discourse. Analysis also includes what I refer to as ‘turning away’ from the object evoking the initial response and following the generated ideas, rather than being specifically concerned with deconstructing the object itself. Elaborative interpretation supports creative combination, transformation and exploration of discourse (Boden 2005).

ii.	Divergence 
 The general concept of divergence suggests difference and separation including difference from the norm or ideal type. It also includes the idea of turning away from the current focus as when conversations drift, and the kind of differences that occur during free association or as part of a mind mapping process. Within the generative divergent analysis model (GDA) the use of divergence is more typically located in relation to free association than normative divergence. When divergences from an ideal are identified, these comparative sense instances occur as part of the formation of evocative objects per se rather than as active elements within the GDA model. For example, during an interview a reception class teacher compared her ideal maths area with the maths area she had been able to create in her setting. This normative instance became a component part of an evocative object suggesting constraints, referred to earlier in relation to Clarke’s (2005) cognitive mapping and developed further in the related satellite topic (thesis chapter 6). Insofar as the connotation of divergence within the GDA model relates essentially to free association bounded only by the primary sensitizing concept, reflections may be very wide ranging.
  This more creative and imaginative way of thinking relates well to the concept of divergent thinking, contrasted with convergent thinking, referred to by Hudson (1973). Although more recent discussion suggests divergent thinking is not synonymous with creativity (Runco 2008), the basic idea of thinking outwards from a source relates directly to the GDA model and Creative Analytic Paradigm.
“Divergent thinking is really just what the name implies, a cognitive process that leads in divergent directions. What are you most likely to find in such divergent paths? Original ideas. You may also find creative ones since creative ideas must be original; but many ideas, and many good ones, will be original with only ambiguous creativity.” (p. 95)
Also relevant are the aptitude traits of creativity introduced by Guilford (1973) particularly the concepts of ‘ideational fluency’ which relates to producing ideas, ‘spontaneous flexibility’ which relates to producing unbounded ideas, ‘adaptive flexibility’ which relates to reinventing the problem when devising possible solutions, ‘elaboration’ which relates to producing coherent wholes from partial starting points and ‘originality’ which includes unusual responses and remote associations. Although Guilford referred to divergent thinking in the context of non-aptitude traits, as the desire to think divergently, the concept itself does appear to encompass at least the fluency, flexibility and originality aptitude traits. (Podcast 8 exemplifies Guilford, Annex 1)
  Divergent thinking involves “gathering ideas that have the slightest relation to the problem itself rather than looking straight for a practical solution” (Creative giBberish [online]). Various techniques to stimulate divergent thinking have been identified including free association, brainstorming, journal entries, free writing and mind mapping (Buzan 2006). Layder (1998) focused on the role of orienting concepts to generate theoretical thinking. Approaches to developing thinking skills and creativity for critical thinking are also potentially relevant (De Bono 2009; Weston 2007).
  Although generative divergent analysis (GDA) is characterised by divergent thinking, it is not underpinned by a rationalist notion of innate ideas but based on the empirical grounding of ideas in experience (Locke 1964). It is therefore important for understanding divergence to emphasise that divergent analysis within the GDA model is generated in experience. The concept of experience itself can be understood in different ways e.g. from the phenomenological perspective of Husserl (Beyer 2011), through the study of aesthetics (Dewey 1958; Gaut & Lopes 2005) or, in the context of the current focus on the GDA model, in terms of learning theory. Fenwick (2000) identified and critiqued five perspectives on experiential learning including constructivist, psychoanalytic, situative, critical cultural and enactive perspectives. 
  Situated approaches, for example Lave et al (1991) emphasise contextualised knowledge which is relevant to a particular situation rather than being an expression of truth. This contrasts to the toolbox model and encounters the transfer of learning issue since learning involves being embedded in the cultural flow of experience. Although the autonomy of the individual subjectivity is maintained knowledge itself may exist in a more fluid form. 
“Because knowledge flows in action, it can be neither commodified as a conceptual substance nor considered as centred in any way within individual subjects.” (Fenwick 2000)
The heuristic use of poetry within the CAP, and use of the Search/Read/Write process recognises this situated form of cognition by maintaining the flow of experience during the GDA process.
The enactive perspective in contrast merges the individual subjectivity with the context 
“Enactivism draws attention to the background and examines myriad fluctuations, subtle interactions, imaginings and intuitions, the invisible implied by the visible, and the series of consequences emerging from any single action. All of these we normally relegate to the backdrop of our focus on whatever we construe to be the significant learning event. The focus of enactivism is not on the components of experience (which other perspectives might describe in fragmented terms such as person, experience, tools, community, and activity) but on the relationships binding them together in complex systems.” (Fenwick 2000)
The flow of experience within the CAP is also evident in the conversational development of satellite topics related to Baker et al’s (2002) model considered in chapter 6.
  Within the constructivist perspective, Kolb’s (1984) Experiential Learning Theory (ELT) has been critiqued from a number of different standpoints (Greenaway, [no date]); for example, the neatly categorised learning stages and linear process separated from the cultural context doesn’t relate well to the experience of how learning occurs. The model also appears to value abstract conceptualisation compared with intuitive experience, and the Learning Style Inventory has itself been criticised. However, Kolb’s theory locates the acquisition of knowledge in a dialectical relation with the empirical world and locates foundations of knowledge in experience which is the starting point for thinking within the CAP. 
  Mainmalis et al (2002) refer to learning as a dialectical process involving grasping and transforming experience. Grasping involves the dialectic of concrete experience and abstract conceptualisation; and transformation involves the dialectic of active experimentation and reflective observation. Although this research study was tentative evidence suggested that learners with a more balanced ELT learning style have greater adaptive flexibility in different learning contexts. In particular it was suggested that learners who were predisposed to balanced concrete learning styles were more adaptive than those preferring abstract learning styles. Although the CAP is not a learning styles model or theory, from the point of view of Kolb’s theory it appears that the Creative Analytic Paradigm (CAP) favours the ‘Diverging’ learning style, also referred to as the ‘Reflectors’ style by Honey & Mumford (Atherton 2011) because of the emphasis on ‘Concrete Experience’ and ‘Reflective Observation’. This is knowledge through acquaintance or apprehension rather than the more abstract comprehension. This quadrant of the Experiential Learning Cycle has also been referred to as the ‘divergent knowledge’ quadrant and includes seeking multiple perspectives, generating ideas and use of imagination. The more contemplative research style of the CAP also appears to cross over into the ‘Assimilating’ quadrant which involves ‘Reflective Observation’ and ‘Abstract Conceptualisation’ but appears less preoccupied with the ‘Converging’ and ‘Accommodating’ learning styles quadrants which involve active experimentation and relate more closely to action research approaches. The research study undertaken by Mainemalis et al (2002) suggested that increased flexibility is associated with the ‘experiencing’ learning style because of the significance of context, and decreased flexibility associated with the ‘conceptualising’ learning style because attitudes may be rooted in underlying coherent theory and internal models. The primary contact of the CAP with the divergent knowledge quadrant would therefore appear to support the value of the CAP in relation to elements of creativity.
  The focus on elements of divergent thinking within the CAP supports a concept of ‘divergence’ as multiple perspectives within any particular divergent thinking category (particularly noteworthy are the elaborative interpretations that are  central to the epistemological claims of the paradigm) e.g. where the interpretive object evokes an attempt at description alternative descriptions might also be generated; where the interpretive object evokes explanatory reflections alternative explanations might be considered. Where only one category is evoked reflections based on other categories might be explored. Mason (2006) identified a range of 'intellectual puzzles', including the categories referred to above, that provide a fundamental orientation for qualitative research and which may provide a point of departure and orientation within the concept of divergence.  
  At a more holistic level the concept of divergence may become merged with an aesthetic object as in The Environmental Challenge Displayed (Fig.4), which was generated from embedded themes recovered from the memo dataset  (12th Jan 2010) as part of the temporary topic coding process, and which functions heuristically (re thesis chapter 4 - section focusing on the heuristic use of poetry). 





















  The view of divergent analysis as generative is encompassed by the superordinate category referred to as ‘generative social research’ (chapter 7). However, the idea that divergent analysis is generative originated in the valuing of speculative thinking and burgeoning experience which is central to the epistemology of the CAP. Blumenfield-Jones (2002), with reference to Eisner’s view (1995), emphasised that educational research, is a form of personal artistic creation which includes use of metaphor and the expression of subjective viewpoints. ‘Factional’ accounts reconstitute the data and can represent perspectives in a more engaging way.  Gergen (1994) argued for the role of social knowledge as generative theory as a response to relativism. Where social knowledge is a process of construction rather than a mapping of actual reality, its value relates to the generation and development of social theory. 
  Divergent analysis, as suggested in the previous sections, is an imaginative additive process rather than specifically deconstructive. However, insofar as data within the CAP are typically momentary impressions the emphasis is not on full blown factional accounts or theories but speculative reflections related to what Chambers (2003) referred to as realistic, anecdotal and spontaneous narrative descriptions. Guilford’s (1973) notion of ‘elaboration’ as part of the creative process helps to illustrate this way of understanding interpretation.  The ambiguity of ‘remarkable moments’, ‘bafflements’, ‘active interpretations’ (Brown & Jones 2001) can be productive of multiple elaborations.

The Creative Analytic Paradigm as process
  ‘Process philosophy’ which relates to both physical and psychosocial domains, is typically associated with Alfred North Whitehead (1861-1947), though originated in the philosophy of Heraclitus (540 B.C.), who gave primacy to the natural process of fire. Heraclitus emphasised the process of change e.g. that “the sun is not a thing, but a flaming fire. Everything in nature is a matter of process, of activity, of change” (SEP [online]). He is famous for noting that it is not possible to step in the same river twice. The idea of process is also suggested by William James (1842-1910) as ‘stream of consciousness’ (Green [no date]). By contrast atomism regarded nature as comprising unchanging atoms that are simply rearranged when change occurs. However, process philosophy gains support from the more recent quantum theory in physics which, counter intuitively, now regards matter as “a collection of fluctuating processes organized into stable structures (insofar as there is stability at all) by statistical regularities” (Reschler 2012).  Process philosophy regards recognition of process as fundamental for understanding and explanation.
  The idea of process within the Creative Analytic Paradigm (CAP) relates to the propensity of the CAP to change through time as part of the flow of experience. This perspective is consistent with the rejection of “a technical or instrumental view of reflection in which educators adopted approaches which suggested that reflection could result from following a recipe” (Bradbury et al 2010 p.192). This diachronic process is made possible by the unfocused dispositional nature of the paradigm. The motivation for research within the CAP is developing an ongoing reflective relationship with the primary sensitizing concept through engagement with evocative objects rather than seeking an answer to a research question. As with human relationships progress occurs through developing acquaintance and knowing the other happens through listening and responding. Rigorous and thoroughgoing interrogation of the data is therefore inappropriate contrasted with the more sensitive opening up of experience and play of ideas. Shon’s (1991) idea of developing a reflective conversation with the situation and Baker et al’s (2002) idea of conversational learning have an affinity with this concept of process as relationship, as also does Martin Buber’s  I-Thou/ I-You/ I-It philosophy.

“I can look on (a tree) as a picture: stiff column in a shock of light, or splash of green shot with the delicate blue and silver of the background.
I can perceive it as movement: flowing veins on clinging, pressing pith, suck of the roots, breathing of the leaves, ceaseless commerce with earth and air - and the obscure growth itself.
I can classify it in a species and study it as a type in its structure and mode of life.
I can subdue its actual presence and form so sternly that I recognize it only as an expression of law...
I can dissipate it and perpetuate it in number...
In all this the tree remains my object, occupies space and time, and has its nature and constitution.
It can, however, also come about, if I have both will and grace, that in considering the tree I become bound up in relation to it. The tree is no longer It. I have been seized by the power of exclusiveness.
                              Martin Buber (1958) I and Thou, pages 19-20” (Smith 2009)

  The generative divergent analysis model (GDA) was developed in order to allow for this more fluid and open interplay of ideas.  Within the broader concept of the CAP the GDA model may itself be regarded as a child of the times as alternative open analytical models are also conceivable. Whatever data collection methods and approach to analysis are utilised there is always and inevitably however a return to the primary sensitizing concept which is the original evocative object. It would be reasonable to recognise fundamental changes of this sort as leading to alternative characterisations of the CAP, much in the same way as various types of Educational Action Research have developed e.g. participatory action research, emancipatory action research etc. Fundamental changes of this sort are considered further in the section focusing on the superordinate category referred to as ‘generative social research’ (chapter 7).
  The process approach within the current version of the CAP involves serendipitous and non-systematic encounters with the data of experience. This includes revisiting evocative objects as part of the flow of consciousness and compilation of memo dataset entries into temporary topics based on search terms identified through reflective encounters with evocative objects. As previously noted in the section on coding, compiling dataset memo entries in this way is an ongoing exploratory process rather than focused on answering any particular research question. Consistent with the idea of topic coding being a beginning of analytical coding retrieved memo snippets are edited in order to compile more consistent meaningful narratives. The memo dataset therefore is partially a consciously constructed text created through an ongoing process of revision.
  Although Computer Assisted Qualitative Data Analysis Software (CAQDAS) such as ATLAS.ti, NVivo , MAXqda, HyperRESEARCH and Transana  include advanced memo search features, I wanted to be able to access my memo dataset via the Internet and without need for specialist software. This supports the more contemplative processual nature of the research by enabling access to memo data from any computer with an Internet connection at any time, rather than only if software has been installed. In addition, the active reading process of the CAP is facilitated by compiling results onto one screen and including the option at that point to edit and add to the memos. I also wanted to include the option for other readers/contributors to be able to access/contribute to the memo dataset, again as part of the active reading process. I therefore located and modified programming scripts when writing the computer code for the Search/Read/Write search engine to be used in an iterative way as part of the process of generative divergent analysis. (A more detailed account of the Search/Read/Write search engine is included in the ‘technical report’ in Annex 5).

Conceptual canvas
  The provenance of the conceptual canvas idea is considered in chapter 2 of the thesis focusing on Cubist and Impressionist art. The specific progenitor of the concept was Apollinaire’s definition of Cubist Art as
“…the art of painting original arrangements composed of elements borrowed from conceived reality rather than from the reality of the vision.” (Chipp 1968 p.219)
The edited version of the result of my memo dataset search using the search term %canvas% identified entries dating 9/2/2008 – 27/11/10. The original search recovered >4500 words of reflection related to this topic (included as Appendix 6); the edited version, included here, is ~1000 words and relates to the following themes:
	Experience: the conceptual canvas represents the process of burgeoning experience. The canvas is an external form of the ongoing contemplative relationship to the data. The canvas is therefore in a state of change
	Metaphors depicting the conceptual canvas: outcome space, criss-cross landscape, photo-montage, patchwork quilt
	Aesthetics: ‘the aesthetics of the creative analytic paradigm appeal at the level of its 'conceptual canvas' rather than as a recognizable art form’ – an idea developed earlier in the  thesis in relation to Conceptual art
	Virtual landscape: this form of the conceptual canvas was identified in chapter 1and is encompassed by the concept of ‘generative social research’ considered in chapter 7. An initial prototype for this virtual landscape can be explored from http://www.eyle.org (​http:​/​​/​www.eyle.org​) (Annex 2) and is reported in more detail in Annex 5.


Edited version of the memo dataset using the search term %canvas%  (10/2/2012) 
9/2/2008 (Keywords: canvas, generative, meaning) … in a generative divergent analysis the conceptual canvas populated with potentially diverse experiences related only at least by one broad theme but otherwise potentially unrelated...may gain its meaning through signification rather than explanation. 
9/2/2008 (Keywords: canvas, generative, question, experience) The idea of research without a research question leads in the direction of the concept of a 'conceptual canvas' generated and developed through a process of 'generative divergent analysis' - focusing on the evolution of experience and experiences...
2/9/2008 (Keywords: experience, credibility, canvas) However, non plausible experiences with potentially unusual insights may have greater credibility and therefore receive at least some attention before being discarded when embedded within a canvas of plausible experiences and where the reflections are not directed at describing reality
14/10/2008 (Keywords: metaphor, canvas) There are numerous metaphors to help with visualisation: patchwork quilt, photomontage, exploratory journey, Cubist conceptual canvas, impressionist art and also the tip of a modern art iceberg (the artefact on display being the multimedia/hypertext component…
31/10/2008 (Keywords: canvas, hypertext, metaphor) The original metaphors during the early conceptualisation of the thesis were that of a patchwork quilt and a form of Cubist art interpreted as an original combination of themes from conceived rather than perceived reality. The intention was to compile multimedia recordings of these themes into a conceptual canvas with the potential to use these experiences as the basis for a reflective commentary. Impressionist art is consistent with this view as it conveys both a sense of a superficial surface (which here exists as surfaces because of the journey through multiple themes), as well as creative composition e.g. the building of a multimedia interpretation; rather than an in depth preoccupation with the mechanisms driving the machine in response to a particular research question.
31/10/2008 (Keywords: canvas, Marton, phenomenogrpahy) The outcome space, a concept taken from Marton's (1986) phenomenography, emerging from this process is a generated and essentially unbounded conceptual canvas, though with the horizon of the early years setting always in view. The more recent metaphors of photomontage (from Hannah Hoch, 1996) and criss-cross landscape (from Wittgenstein, 1972) also help with visualisation. The photomontage metaphor suggests a collage of different images whereas a patchwork quilt may comprise identical patches. Photomontage also suggests making the familiar strange (ethnographic surrealism) which is important insofar as classroom practitioners inhabit the setting on a daily basis. Whereas the patchwork quilt/photomontage suggests at least different topics related to the common theme of the early years setting, the criss-cross landscape highlights multiple connections between topics and aspects of topics.
6/7/2009 (Keywords: canvas, hypertext) It would be interesting for example to have a web page designed as a conceptual canvas populated with visible satellite topics scattered across the page. One version of this would result in a selected topic link revealing a range of reflective topics including related themes and multimedia.
24/3/2010 (Keywords: canvas) In common usage, the concept of ‘aesthetics’ includes consideration of the impact of the artefact on the senses as well as consideration of the sensibilities of the artist or culture. In relation to the first of these uses, the aesthetics of the creative analytic paradigm appeal at the level of its 'conceptual canvas' rather than as a recognizable art form. The CAP is not 'a piece of art' conceived as one of the predefined socio/historical/philosophical concepts noted by Leavy (2009) and considered by Danto (1997) in his book After the End of Art. The CAP is however an aesthetic construct though not immediately evident at first glance, and a personal aesthetic (search term ‘aesthetic’). 
24/3/2010 (Keywords: canvas) The evocative objects model of the CAP, developed through generative divergent analysis, is a generative process leading to the evolution of experience presented as an artfully crafted conceptual canvas.
29/9/2010 (Keywords: conceptual canvas, evocative object, satellite topic, Search/Read/Write) The relationship of the conceptual canvas to the thesis: imagine a virtual landscape, an unidentifiable classroom setting as background - as if in a computer gaming environment. Located within this space are live events in the form of e.g. 20 second video loops, 2 minute video loops, QTVR views, snippets of statistics, looping photo slideshows, audio files etc. Upon encountering one of these events the background fades and a text area appears. The reader is invited to respond to the event by reflecting upon the event as an evocative object. The reflections are automatically added to the database. After leaving the virtual environment the reader is able to access the database through the Search/Read/Write area. The reader's reflections will have been added to the developing satellite topics related to live events within the virtual environment. The reader is now prompted to review the ongoing set of reflections for any particular satellite topic and write an additional reflection based on the satellite topic as an evocative object.
4/4/2010 (Keywords: satellite, canvas) Although the creative analytic paradigm (CAP) is conceived as a process the outward form is that of an artfully crafted conceptual canvas of glancing impressions being developed as satellite topics.

27/11/10 (Keywords: Cubist canvas, data) How does the creative analytic paradigm resemble a Cubist canvas? 




	raw data captured on e.g. video or through copious notes
	reflections on the raw data



























17/1/2012 (Keywords: canvas, metaphor) Chambers (2003) preceded the commentary on each of three narrative examples with an extract of poetry suggesting the more open ended associational way of thinking typical of the Creative Analytic Paradigm (CAP). Winter et al’s (1999) ‘patchwork text’ concept is potentially an alternative metaphor with connections to satellite topics and the conceptual canvas of the CAP,

“…different perspectives further open up possibilities for engaging in the process of reflection in that they offer specific and sometimes comparable or contrasting points of view.” (Chambers 2003 p.412)

  It was interesting that Winter focused on the way “unity and balance of the overall texture and design emerge gradually and even retrospectively” (p.9) and emphasised that “a narrative should recognise that it is merely assembling a variety of voices and perspectives into a ‘multivoiced’ text, presenting contrasting points of view through the eyes and voices of different characters, …” (p.10). Although the CAP is not hermeneutic or constructivist research, “the patchwork text enables students to draw on their imaginative, empathetic, affective and aesthetic modes of understanding” (p. 10) suggests a connection. At least in relation to this way of understanding ‘patchwork text’, there appears to be a direct link with the evocative objects model of the creative analytic paradigm. Winter’s view recalls Richardson & St Pierre’s creative analytic practice – writing as a method of inquiry in Denzin and Lincoln (2005) and Ely et al’s (2001) ‘On Writing Qualitative Research’.
 
Rhizomatic and radial models
    The combinational creativity and transformational creativity referred to by Boden (2005), which suggest generation and combination of multiple viewpoints unbounded by mainstream educational discourse, relate well to the idea of a conceptual canvas with a rhizomatic form as an outcome of the CAP. Deleuze & Guattari (2004) summarised the main characteristics of a rhizome in terms of six principles. The first two principles are that rhizomes have interconnected points and that each part connects to every other part. A simple illustration of this would be where a child comes to school with a cold and by the end of the day all the other children go home with colds. In relation to the CAP the idea of interconnection is more visible where similar meanings are overlaid on different evocative objects rather than at the cause-effect level; for example, the concept of non-place (Auge 1995) appears in both the partition screen and pictorial timetable satellite topics (chapter 6), though the CAP does not require complete interconnectivity. The third principle is that of multiplicity, which is understandable in the context of assemblage; Deleuze & Guattari note,
“There is no unity to serve as a pivot in the object or to divide in the subject… A multiplicity has neither subject nor object, only determinations, magnitudes, and dimensions that cannot increase in number without the multiplicity changing in nature…” (p.8).
Lindsay ( 2008) illustrates multiplicity in the context of assemblage by referring to a city as a context, identifying the city blocks as multiple nodes joined by streets: as the number of city blocks increase so does the number of possible combinations. In an early-years context a parallel to this interpretation would be in relation to the number of classroom areas and choosing activities. Multiplicity within the CAP suggests multiplicity of meanings within the context of the imaginative elaboration of evocative objects e.g. the pictorial timetable as a non-human actant within a classroom management system as well as a learning aid broadening the concept of reading and other meanings within a classroom as third teacher context (chapter 6). In terms of assemblage, increasing the number of evocative objects and satellite topics would increase the number of possible combinations. The fourth principle is that of “asignifying rupture” (p.10) which emphasises that where part of the rhizome is broken away it will reoccur again, contrasted with a hierarchical tree structure. The fifth and sixth principles are “cartography and decalcomania” (p.13) which refer to active mapping rather than tracing a predefined plan and have a parallel in the CAP’s conceptual canvas as generic interpretation.
  Mac Naughton (2005) drew attention to the character and strategies of rhizoanalysis as a way of creating meaning by deconstructing and reconstructing texts. She gave particular emphasis to choosing and overlaying counter hegemonic texts as a way of questioning the dominant discourse. She included a particularly useful example of the way in which initial meanings associated with an observed event were questioned by overlaying extracts from a range of fictional sources. The event was a brief observation of a four year old girl and her way of talking to other children including boys of a similar age. The fictional texts included The Paper Bag Princess, Harry Potter and Buffy the Vampire Slayer and were used to generate different meanings related to gender relations. Mac Naughton associated rhizoanalysis specifically with issues of social equity and noted,
“The choices you make about what texts to layer into the meanings of your observations will link the rhizome you aim to build – to your political intent. The aim of rhizomatic logic is to link meanings (semiotic chains), such as gender meanings, with how power is organised and efforts to struggle for equity and justice.” (p.133)








Fig. 5 rhizomatic form






An alternative radial format (Fig.6) shows satellite topics related to the primary sensitizing concept but having few interconnections. This would appear the more likely format where topics of interest to the researcher are dispersed across different domains e.g. financing changes to the classroom physical setting and the design of classroom displays are two apparently distinct topics. However, considerations of display space might also enter into finance decisions which would be a relevant point of contact. The Creative Analytic Paradigm is more focused on surface encounters rather than resolving particular issues. Consequently where there is an emerging radial format, interconnections will be recognised but some of the more distinct associated ideas will be of more interest than others e.g. reflections on possible changes to classroom layout and resources contrasted with reflections on fundraising.


Chapter 5: Literature review (environmental perspectives)

  Historically, research relating to the role of the environment emerged as part of the nature nurture debate. Initially the primary focus was almost exclusively on the social environment and interpersonal relations. For example, when focusing on place identity as a component of self -identity Proshansky & Fabian (1987) noted that, “there has been an almost complete neglect of the role of the physical environment in such identity formation” (p.22) and argued that for the formation of self-identity “spaces and places must necessarily be fundamental considerations… “ (p.23). Early moves towards recognising the impact of the physical environment, as reported by Wohlwill & Heft (1987) focused on the importance of sensory stimulation for child development in the early years, including also the idea of stimulus deprivation experienced  by the “child of inner-city slums or ghettos” (p.283). Recognition that such environments can actually involve excessive amounts of stimulation e.g. high ambient noise levels, led to the alternative view of the importance of optimal levels of stimulation matched to levels of development. 
    This recognition of the impact of the physical environment on behaviour is encompassed by the adaptation paradigm identified by Saegert & Winkel (1990) which emphasises goals of biological and psychological survival, need satisfaction and well-being, focusing on themes such as coping with threats and dealing with biological needs. Examples of research within the adaptation paradigm include Evans et al (1991) who identified pathogenic conditions, stimulation, functional complexity in terms of variety and responsiveness, controllability, structure and predictability as environmental features affecting child development. Particular attention was given to pollutants, noise, crowding, architectural design, learning and play materials. Their review of the literature gives particular attention to the way in which noise levels and crowding can affect children’s health, including preschool children at day care centres and in the home environment. In relation to noise levels, they note links to raised blood pressure, reduced cognitive development, poorer memory for extraneous items, reduced concentration, reduced reading attainment and learned helplessness. The distraction of a noisy environment can interfere with perception of structure since the “sustained attention necessary to comprehend the underlying patterns in complex objects or scenes might be disrupted by the interfering effects of noise” (p.142). They also note that the effects are more evident as children get older and are likely to impact low achievers more. They focus on the behaviour of parents and teachers, noting that this is likely to change in noisy environments e.g. some activities are avoided in open plan classrooms as teachers don’t want to disturb other classes. They also provide an explanation for coping responses in terms of overgeneralising when filtering out noise. 
  In relation to crowding, Evans et al (1991) note conflicting evidence linking high density with rates of illness and poorer health but suggest crowding can increase problems with behaviour. Crowding in the home can increase family stress and lead to less supervision and parental involvement. They identify links with reduced cognitive development, lower reading scores, withdrawal and solitary play e.g. in poorly designed open plan classrooms (also identified by Shield et al 2010), higher incidence of anger and annoyance with others. They also note that crowding can result in the perception of less structure and predictability which are important for developing attachment, familiarity, sense of security, coherence and purpose. Trancik & Evans (1995) note that crowding can reduce flexibility as “teachers may feel pressure to restrict choice among challenging activities in order to prevent chaos” (p.47). 
  Referring to a range of research studies focusing on issues of size and density in early years settings Gump (1987)drew attention to the importance of classroom area definition for supporting child initiated and exploratory behaviour, noting that partially secluded areas maintained interest, even when the child was not able to do what they originally intended when entering the area. The impact of ‘strategic spatial grouping’ of complementary areas and use of partition screens was associated with more varied use of language, increased self-confidence when making things, linked activities, greater involvement and more collaborative play with toys. Gump(1987) also referred to research contrasting conventional nursery design with open design nurseries suggesting the open design was associated with more non-school related wandering around ‘doing nothing’, noisy and irritable forms of behaviour, findings reinforced by Shield et al (2010) in relation to open plan classrooms. This theme was developed further by Wohlwill & Heft (1987) using the concept of environmental ‘affordances’ which refers to the complementarity of any particular environment and the person at home within it. Affordances relate to the concept of child development in terms of the changing physical and psychological characteristics of the child e.g. objects that afford climbing on behaviour at one stage of development may afford sitting on behaviour at another. The concept resembles the concept of ‘synomorphy’ (Barker 1968; Hall 1969) in relation to behaviour settings and suggests the potential value of focusing on the structure of the physical environment as a means for learning about human behaviour,
“A species’ perceptual systems are considered to have evolved in relation to the affordances comprising its ecological niche, and it is these functionally significant ecological features that the animal perceives and actively engages.” (Wohlwill & Heft 1987 p.285)
  Evans et al (1991) highlighted potential overgeneralisation of a filtering out response when coping with crowding. This view is consistent with the overload model considered by Baum & Paulus (1987) who also refer to several other models of crowding including arousal theory, density-intensity hypothesis, behavioural constraint and control. Characteristics of overload are withdrawal, selective attention, perceived aloofness by others, routinized and stereotypical behaviour and making decisions more superficially grounded based on less information. The arousal theory emphasises interpretation of the state of arousal induced through crowding. For example, not all invasions of personal space are interpreted as experiences of crowding and scapegoating may occur where crowding is blamed as a way of accounting for unfulfilled goals. The behavioural constraint model identifies crowding in terms of spatial constraints, such as those relating to territoriality and personal space, as interfering with goal attainment. The control model emphasises unpredictability, decision making capacity and impact. Although synthesis of these perspectives is possible it is important to recognise that the different models contribute in their own way to the understanding of crowding as a unique phenomenon. However, Baum & Paulus (1987) noted that there is overlap of several of the mediating variables and also considered several more integrated perspectives, for example the social interaction-demand model of Cox et al (1984) which included ‘uncertainty’, ‘cognitive load’ and ‘frustration, subsuming mediating variables in the preceding perspectives.
  Trancik & Evans (1995) developed a competency model relating the ability of children to interact effectively with their environment to key design components of the physical setting. Although the design components were analysed separately they were regarded as part of the integrated holistic impact of competency on development. The design components include similar categories to those identified by Evans et al (1991). In relation to the Control category – whereas both refer to learned helplessness, Trancik & Evans (1995) emphasised ‘behavioural constraints’ (highlighting incongruence e.g. where a large activity setting such as a hub or node supporting more boisterous activity is being used for quiet reading and adjacency e.g. where a reading area is located next to a noisy role-play area); ‘manipulability’ (highlighting environmental scale and responsiveness e.g. being able to access resources, open and close doors) and; ‘gradients of challenge’ (e.g. flexible space in order to accommodate needs of children as they develop greater independence while learning to read). The category of Complexity, referred to by Evans et al (1991) as functional complexity, includes variety e.g. an item with multiple colours, textures and shapes and responsiveness e.g. where pressing a button on the item causes a response. Exploration, including ambulatory and stationary interactions (Wohlwill 1987) was considered in relation to places defined vertically and horizontally. Evans et al (1991) identified links with the development of autonomy and self-confidence, cognitive development, more sophisticated play with toys (Jennings et al 1979) and improved spatial awareness. Other design component categories considered by Trancik & Evans 1995) were the importance of privacy and ‘stimulus shelters’ (Weinstein 1987) and opportunities for restoration, characterised as ‘fascinating’, ‘provoking the imagination’ and as means to “allow children to ‘get away’ from the everyday pre-school atmosphere” (p.50). They also referred to ‘place identity’ related to ownership, attachment, familiarity, sense of security, homey atmosphere and personalised space (linked by Evans et al 1991, to structure and predictability); ‘legibility’, also linked to structure and predictability, comprising coherence – identified as patterns of organisation including shape and geometric form, landmarks, boundaries, pathways and visual access; and affordances as environmental signposts and visual clues.
  Studies related to child safety have also demonstrated awareness of the need to include attention to the environment as well as the child. For example, Valsiner & Mackie (1985) considered the relation of parent-child interactions with the physical characteristics of the home setting while very young children were learning to climb. Other studies have focused on parents’ estimates of their children’s capabilities to be safe in the physical surroundings and discrepancies between child’s and parents’ assessment of hazards within the surroundings (Garling & Valsiner 1985).
  Although research within this adaptation paradigm typically includes links to other paradigms Saegert & Winkel (1990) explain that insufficient attention is given to the way in which the physical environment is embedded within and formed through socioeconomic and cultural forces and to explaining how the larger context mediates perceptions and reactions. They emphasise that the adaptation paradigm “tends to focus on processes internal to the individual and shortchanges more active interpretive and behavioural involvement with the environment” (p.452), noting that the transactional approach, by considering a range of viewpoints, may lead to different policy decisions being made. Classification of paradigms, in addition to the adaptation paradigm, has included ecological perspectives in relation to behaviour settings, transactional-contextual, opportunity-structure, socio-cultural, phenomenological approaches and place theory (Altman & Rogoff 1987; Saegert & Winkel 1990; Bonnes & Secchiaroli 1995).
  The behaviour settings approaches of ecological psychology have included those of Barker (1968), Wicker (1987) and Bronfenbrenner (1979, 2005). Barker introduced naturalistic observation into environmental psychology at the time when laboratory and clinical research were the dominant methodologies. He identified the behaviour setting as comprising structural and dynamic components in terms of “standing patterns of behaviour-and-milieu” (Barker 1968 p.18) and behaviour-milieu synomorphs which refer to the match between behaviour and setting. Bonnes & Secchiaroli (1995) refer to the behaviour settings concept as essentially a “supra-individual unit, capable of providing stability and homogeneity to individual behaviours beyond the variety of the individuals participating in the setting” (p.48). Although the abstract superstructure of Barker’s behaviour setting theory is a form of grand theory of small scale social settings, the predominantly descriptive ‘grounded’ part of the theory is more mid-range and applicable in empirical research. Altman & Rogoff (1987) refer to Barker’s theory as predominantly transactional and draw attention to the formal causality model which focuses on identifying and understanding patterns in the stream of behaviour within the behaviour setting. Barker’s theoretical approach included the concept of the ‘setting program’, comprising established patterns of behaviour e.g. rules, regulations and sequences of events, to account for the organisation and interdependence of the physical and social elements of the setting. The theory also included the concept of six ‘levels of penetration’ relating to personal responsibilities within the setting e.g. observers and invited guests were regarded as being most peripheral, members/customers and active functioning persons were in zones three and four and the leaders occupied a central position within the setting. The number of persons within a setting was regarded as a significant factor encapsulated in the concept of ‘staffing theory’ (Bell et al 2001) as part of the homeostatic mechanism regulating setting behaviour. An example of a behaviour setting would be a school, a classroom or a classroom area and staffing management could include arrangements for children lining up in order to avoid disruptive behaviour at a doorway or rotas for use of classroom activity areas. Understaffing within a school could refer to numbers of children on the school role as well as numbers of teaching and other staff. 
  A criticism of the behaviour settings perspective is its focus only on group behaviour rather than the individual and that it is “so broad in its scope that specific predictions about one person’s behaviour become difficult to make and troublesome to confirm” (Bell et al 2001 p.145). This view was reinforced by the comment of Wohlwill & Heft (1987) that Barker’s perspective “referred only incidentally to the behaviour of children specifically, and even less consistently to their development” (p282). Popov (2010) commented that the theory gives insufficient attention to cultural aspects because of focusing primarily on the internal dynamics of behaviour settings. Wicker (2011) was critical of the view that individual occupants and the non-human elements were regarded as replaceable and that the broader context that encompasses the behaviour setting was ignored. 
  Later versions of Barker’s theory include “an evident shift from the emphasis on stability towards internal dynamics, development and evolution” (Popov 2010 p.65). Altman & Rogoff, 1987, refer to Wicker’s (1987) reconsideration of Barker’s behaviour settings approach which introduced the concept of life history of behaviour settings in terms of formative and dissolution phases. Wicker (2011) elaborated on the contemporary perspective, drawing attention to the contribution of the unique knowledge, beliefs and feelings of occupants in relation to the systemic structure of the setting, and emphasised the importance of including attention to occupants’ experiences.
  Tisot & Thurman (2002) used Barker’s (1968) behaviour setting theory to develop a more responsive family-centred approach to early intervention to support children with special needs, though the primary function of the theory was to legitimise an alternative concept of ‘natural environment’ to break its association with the concept of inclusion in early childhood special education (Bricker 2001). A wide range of natural learning environments were identified from interviews with parents and from the diaries of parents, including those e.g. relating to parenting routines such as child’s bedtime, family routines such as cooking, family excursions such as eating out, community activities such as going to the library and literacy activities such as reading. A list of these natural behaviour settings was used by the service provider working with the family to establish intervention programmes. These intervention programmes seem to suggest Barker’s concept of ‘setting program’ although Tisot & Thurman (2002) refer only to the role of behaviour settings. 
“Like microsystems, as suggested by Bronfenbrenner, behaviour settings provide the most direct influence on the child and family; in essence they represent the environmental context in which a child grows and develops. Simply put these settings represent the natural environment of a child.” (p.66)
  Bronfenbrenner (1979) was critical of Barker’s theoretical approach because of its exclusive attention to the immediate setting and focus on only one or two persons at a time. His systemic ecological psychology extended the focus beyond the immediate setting, referred to as the microsystem, to include the mesoystem, exosystem and macrosystem. When referring to the setting as a microsystem, Bronfenbrenner focused on molar activity, contrasted with momentary molecular behaviour, which he defined as “an ongoing behaviour possessing a momentum of its own and perceived as having meaning or intent by the participants in the setting” (Bronfenbrenner 1979 p.45). The microsystem included the place and its physical features, the participants and their activities within a time period, as well as the participants’ experience of the setting. The mesosystem comprised the web of interrelated microsystems containing the developing person referred to as the primary link e.g. school, home and neighbourhood peer relations; the exosystem refers to settings that influence what happens in the microsystem but where the primary link is not present e.g. parents’ place of work, school staff room, another class in the school containing a brother or sister; the macrosystem functions at the broader cultural level e.g. the school is located within a democratic political system. The primary aim from this perspective is to identify properties and processes of the system using a discovery approach rather than the hypothesis testing approach typical of experimental research. 
  A limitation of Bronfenbrenner’s approach is that spatio-physical features of the environment are often considered only indirectly (Bonnes & Secchiaroli 1995). However, the approach does enable second-order effects to be considered because of attention to the interaction of multiple systems e.g. Bronfenbrenner (1979) referring to a study by Scarr-Salapatek & Williams (1973) relating to social stimulation of prematurely born babies identified mother-infant-social worker subsystem as a second order effect. Watts et al (2009) argue that Bronfenbrenner’s model may be difficult to apply in practice because of the extensive amount of data needed since almost anything within the environment could make a significant contribution to development of the person/child. They also emphasise that the wide scope of the different systems means that it can be difficult to identify relative importance of the data collected. They also include the further critical comment that insofar as the developmental influences implied by the model must always and only be expressed in systemic terms the sophisticated nature of the model also makes it difficult to apply in practice. However, Bronfenbrenner (1979) presents the different systems of the bioecological perspective as a series of hypotheses and refers to research by Smith (1968), which was a home-school links project, as prototypical “for research designs and experiments in the ecology of human development” (p.230). It is worth noting here however that Bronfenbrenner regarded intervention at the macro level as having the greatest potential for bringing about change, rather than at the micro level of the classroom practitioner. For example, Bronfebrenner (2005) in The Future of Childhood, proposes a curriculum for caring, changed pattern of employment to allow more time for family affairs and more opportunities for women to have higher status decision making roles. 

“…a key to the enhanced effectiveness of public education lies not within the school itself but in its interconnections with other settings in the society.” (Bronfenbrenner 1979 p.226)

  Critical differences compared to Barker are Bronfenbrenner’s emphasis on influences beyond the immediate setting as well as the primacy of the role of the person’s experience of the setting.   Bonnes & Secchiaroli (1995) noted that both viewpoints move in the direction of the more recent concept of place through highlighting the organised nature and experience of the socio-physical environment and because of the emphasis on systems and subsystems.
  Transactional-contextual approaches have aimed to tread a middle of the road path between objectivist and subjectivist perspectives, the focus on manifest behaviour contrasted with the experience of the occupants of the setting. They have taken a more holistic and systemic view of the person and environment, regarding the person-environment as a dynamic relationship of “interdependent aspects of the same unit” (Bonnes & Secchiaroli, 1995) and have emphasised processes of change rather than stability. Altman & Rogoff (1987) provided a definition of transactional approaches as “the study of the changing relations among psychological and environmental aspects of holistic unities” (p.24), emphasising the ‘confluence of inseparable factors’ and a formal causes model (i.e. identifying patterns) rather than the interaction of discrete entities with the associated efficient causes model (i.e. the billiard ball analogy). The numerous examples from psychology exemplifying the transactional approach referred to by Altman & Rogoff 1987, include the ethogenic approach of Harre, 1978, and Ginsberg, 1980, which focuses on situated-action emphasising relations between participants and settings. Cohen et al (2007) explained the ethogenic approach as focusing on accounts of experience of social episodes in which gesture, speech, thoughts, feelings and intentions are regarded as significant. They draw attention to the focus on meaning systems through which whole episodes are accounted e.g. by the participant explaining their intentions and perception of rules and expectations characterising the episode, whether the episode lasted for a few minutes or a few years. Although social episodes, as fragments of social life, have recognisable beginnings and endings the physical boundaries of the episode are not specifically in focus. Cohen et al (2007) also identified criticisms of the ethogenic approach as not distinguishing between potentially multiple valid meanings and needing to assess the relative weighting of different accounts. From the perspective of the CAP, exploring accounts and their potentially multiple meanings could be regarded as a strength of the ethogenic approach, supported by use of a non-interrogative experience sampling method. In relation to transactional-contextual approaches in general, Altman & Rogoff (1987) emphasise that,
“Persons, processes, and contexts mutually define one another and serve as aspects of the whole, not as separate elements. These aspects do not combine to yield the whole; they are the whole and are defined by and define one another.” (p.32)
  Lippman (2002), also in relation to a more holistic approach, emphasised affordances and constraints of the setting and the interdependence of person and environment, when developing a perspective based on practice theory and ‘activity settings’. Practice theory (Lippman 2004) extends the transactional contextual paradigm through the integration of Vygotsky’s theory of the ‘Zone of Proximal Development’. The situated nature of knowledge acquisition is emphasised (Lave & Wenger 1991) and attention is focused on peripheral and full participation supported by activity settings “understood as being the physical manifestation for the Zone of Proximal Development” (Lippman 2004 p.4) since activity settings are designed to increase the rate of knowledge acquisition. Teaching and learning within open multi-purpose space classrooms, for example, can be enhanced through use of transition zones such as corridors, and semi-private, semi-public and public areas providing for peripheral and full participation. Knowledge acquisition is mediated most effectively within this practice theory view when these activity settings are integrated into the physical environment “as a series of related zones that facilitate learning” (p.7), are flexible with the opportunity to rearrange semi-fixed furnishings and are variable characterised as niches, alcoves, corners, hubs and nodes. Activity settings include classrooms, zones within classrooms and learning pathways such as corridors.
  The opportunity structure paradigm originated in the time-geography approach of Hagerstrand (Golledge & Stimson 1997) and was developed as a more realistic way of studying human spatial behaviour than approaches focusing only on the spatial dimension. The time-geography approach emphasises rational choices made within the constraints and opportunities presented by the sociophysical environment. Key concepts of time-geography include space-time trajectories, space-time constraints and projects. Trajectories refer to the movement of the person through space and time and are mapped using time-geographic diagrams and prisms. 
  Hagerstrand (1970) identified three types of constraints:  ‘coupling constraints’, where a person needs to match their path to coincide with the path of the person or group they want to interact with e.g. where one child wants to play with another; ‘capability constraints’ e.g. technical artefacts such as a bicycle, wet weather clothing, computer keyboard or mobile phones can help overcome capability constraints; and ‘authority/steering constraints’ “resulting from normative and institutional channelling and regulation of activities” (Sagert & Winkel 1990) e.g. the routines of the school day. Projects were defined as clusters of all the items needed for the completion of any goal-directed behaviour i.e. everything within the ‘pocket of local order’ as part of the relevant concept of ‘landscape’: “a territory with its total filling of material and immaterial entities – human bodies and minds, animals, artefacts, words and other entities – that constitute the conditions for action” (Schwanen 2007 p.10).
  Miller (2005) referred to time-geography as providing a “powerful conceptual framework for understanding spatio-temporal constraints on human activity participation” (p19) but less effective as an analytical framework because its terms were not rigorously defined. The mistaken conclusion that time-geography focuses solely on analysing constraints (Golledge & Stimson 1997), is too “physicalistic and reductionistic” as well as  “expensive and time-consuming” (Shaw 2012 p.1) has also undermined its appeal, though technology such as GPS and data analysis software have addressed some of these issues. The approach also gave limited attention to human motivation through regarding the individual person as simply a moving point tracing out pathways. Schwanen (2007) argued that Hagerstrand’s original time-geography gave insufficient attention to the conceptualisation of agency and to relations at a distance, particularly in light of recent technological developments and actor-network theory. He illustrated some of the more materially heterogeneous components, in relation to strategies for achieving project aims and to constraints, by focusing on artefacts brought into Nursery settings in Utrecht by parents. The location is significant because in Holland the bicycle is a major form of transport and parents are able to leave child seats at the Nursery during the day before proceeding onto their place of work – enhancing transportability e.g. one mother brought her two infant sons to the Nursery in the morning, leaving the child seats in a small storage room. At the end of the day the father picked up the children using the child seats from the storage room. 
“Ruth and her partner left the seats at the nursery because he used a folding bike, which he took along on the train and unfolded when getting off the train to travel to his office. Travelling by folding bike from the train station to the office is faster than using public transport in the city where he is employed.” (Schwanen 2007 p.16)
Schwanen (2007) also considered the mediating role of mobile phones as part of an extended local pocket of order within the office landscape in case the parent needs to be contacted during the day; and notebooks used by parents to provide the nursery with background information and instructions in relation to agency and stabilisation. 
  The mediating impact of cuddly toys as part of the actor network in relation to punctuality and agency was also noted and has the character of a steering constraint i.e. the interviewee reported often forgetting to bring the cuddly toy and the influence of this on her subsequent behaviour. The rational thinking that is embedded in the time-geography perspective is evident in the decision of the interviewee to always add 15 minutes to the journey in order to ensure arrival at work as early as possible aware of the need to maintain effective work relations.
  The opportunity structure paradigm emphasises the importance of the structure of the environment contrasted with the adaptive paradigm’s focus on the person. Research within this paradigm includes the identification of sociophysical barriers in relation to children’s play behaviour (Carbonara-Moscati 1985; Bjoklid 1985) and, in relation specifically to time-geography, transport studies (Shaw 2012). Sagert & Winkel 1990, supported the value of the ‘projects’ concept but suggested ways of extending its usefulness through reference to the concept of behaviour settings. They identify lack of attention to the consequences of person-environment transactions for psychological processes as a shortcoming of the paradigm. They emphasised that, from the sociocultural perspective, insufficient attention is given to the social context including social class differences
“Hagerstrand does not really address the ways socioeconomic forces influence opportunity structures, nor does he direct much effort at understanding how meaning is both structured by and structures the environment.” (p.457)
However, a resurgence of interest in time-geography has been marked by such studies as that of Sui (2012) who developed a new framework comprising nine versions of time-geography based on chronological time, embedded time, space and place, which encompasses extensions to the original concept of time-geography that were made by Hagerstrand in response to criticisms. These multiple versions allow greater responsiveness to technological developments such as virtual environments and begin to give more attention to lived experience through the concepts of embedded time and place. McQuoid & Dijst (2012) also focused on the contribution of lived experience (embedded time) when incorporating the emotional responses of individuals into their time-geography analysis of low income single mothers.
  Processes central to sociocultural paradigms have emphasised the mediating role of constructed meanings in relation to the person regarded as a social agent. Ontologically meanings are regarded as originating in the social structure. Saegert & Winkel (1990) reviewed a range of studies drawing attention to aspects of the physical environment which support reading the environment e.g. visual characteristics of homes were linked to incidences of burglary (Brown, 1985) and photographs of home interiors were accurately matched by respondents to homeowners’ self-images (Sadella 1987)
“The extent to which the environment works as a source of cues for appropriate behaviour is culture specific and hence not necessarily cross-culturally transferable.” (Saegert & Winkel 1990 p.458)
  A second major emphasis of sociocultural paradigms has been on group interrelationships with the environment. Saegert & Winkel (1990) identified studies of ‘territoriality’ and ‘crime’ as illustrative of typical approaches e.g. in relation to personal and community identity, overcrowding and environmental deterioration. They noted that in societies valuing individual rather than interdependent lifestyles physical objects are used to assert identity, and they emphasised the use of the environment as a resource for expressing and maintaining group membership. When referring to group responses to environmental threats they also noted the sociocultural foundations of the interpretation and action. They identified the strength of the sociocultural paradigm as recognition that meanings are socially rather than individually constructed, and that regard is given to interrelationships between individual, group and social structure. However social consequences of group management are treated more effectively than consequences for the individual. Also, the paradigm has given insufficient attention to group minorities including intergroup conflict.
  The emphasis on the interpretation of environmental meanings, reading the environment, referred to in the focus on sociocultural paradigms also has a parallel in social semiotics. Kress (2005) used a multimodal semiotic approach to understanding, with a particular focus on the National Curriculum subject of English although the approach is also applicable more broadly, including early years settings. One of the themes developed by Kress was participation and authority in relation to the visual display within classrooms. He referred to displays as linking to the cultural world of the students e.g. in one of the classrooms studied students’ poems located at the back of the room contrasted with the ‘high culture’ of the teacher, including examples of the work of established poets, at the front of the room, with ‘official’ texts, National Curriculum and policy documents, displayed in between. The voice and authority of the teacher were evident in the way in which these official texts were treated as, for example, where the teacher’s hand written instructions for writing poetry were pinned on top of the National Curriculum poster,
“The work of the teacher is overlaid on the official curriculum text, whose edges, visible below it, form a frame for the method advocated by his poster. So, spatially and visually, the work of the teacher is located in the context of the official curriculum, it ‘rests on’ its authority, and yet, literally, in the manner and mode of this display, it places itself above it, as a challenge to it.” (p.27)
Other classrooms were interpreted using this same semiotic multimodal methodology and identified themes of English as popular culture emphasising the life worlds of the students, where signs of the official curriculum were marginalised and posters from popular culture and film dominated the room; ‘having your say in the world’ where the emphasis of the displays was on work produced by the students as ‘emergent authors’ in response to ‘valued literature’ and; ‘competence in language communication’ where the positioning, mounting, use of colour and framing of the displays was interpreted as supporting the teacher’s aim of providing basic support and preparation for exams in a class with a high percentage of ethnic minority students. 
  A further relevant example related to the sociocultural paradigm is Moss &Petrie’s (2002) study of children’s services which draws attention to sociocultural meanings and interrelations with the environment in an educational context specifically related to the early-years. They critiqued the modernist concept of children’s services and argued for a postmodern concept of children’s spaces. They explain that their children’s spaces concept requires a physical setting providing a space for civic life and social groups rather than supporting the commoditization of childhood and therefore doesn’t apply to all public service provision for children. For example, the child benefit system is not included within the children’s spaces concept as this doesn’t involve a ‘space’ and neither are adoption and fostering services which focus on children as individuals. Similarly, play centres maintained by some public houses are excluded because these are regarded as serving the interests of parents rather than children. They describe children’s spaces, which include nurseries, schools, playgrounds, after school clubs and children’s homes, as characterised by providing opportunities, for example, for the development of children’s culture, where children can pursue their own agendas alongside adult agendas, as spaces for processes and relationships rather than predetermined outcomes, and where early years practitioners are reflective practitioners rather than technicians following precise guidelines supplied by an untrusting Government.
  Referring to the modernist underpinnings of what they refer to as the dominant discourse they described the child as private, dependent, weak, passive and poor, as redeemer of the adult world. Batycky (2008) also referred to the view of children as ‘less capable’, ‘not able’ and ‘needy’ within the curriculum model based on developmentally appropriate practice (DAP), supporting a surveillance role for teachers as ‘gatekeepers’. This perspective was developed further with reference to the Reggio Emilia concept of environment as ‘third educator’ where classroom display can “communicate[s] a specific knowing that adults have already decided upon what young children both like and need. It silences the learners even before they have had a chance to speak” (p.174). Attention was drawn to the “linear, scientific mode of curriculum as an oppressive structure” (p.175) and the competency based goals of the Curriculum Guidance for the Foundation Stage (which are still present in the Foundation Stage Curriculum), suggesting that ‘the child is our future’ implies an emphasis on preparation for learning and adulthood. This view of the dominant discourse also gains support from Lloyd & Hallet (2010) in their consideration of the Early Years Professional Status (EYPS) qualification where they note “evidence that increasing regulation and prescription may undermine rather than promote early years professionalism and turn practitioners into ‘technicians’ delivering a set of national standards” (p.80).
  Although Moss & Petrie’s critique of children’s services appears unwarranted in places e.g. when focusing on Behaviourism as being implied by a competency based curriculum model, the children’s spaces concept does appear to be consistent with more current child initiated approaches within early years practice. The children’s spaces concept is also consistent with Batycky’s (2008) view that children’s voices need to be heard and that children need to be recognised as co-creators of knowledge as part of a “lived and negotiated curriculum that is not predictable” (p.177). Referring to their postmodern concept of children’s spaces Moss & Petrie (2002) referred to the ‘rich’ child, acknowledging the contribution of Malaguzzi and the philosophy of Reggio Emilia. They recognised the multiple constructions of the concept of childhood and referred to the child as social, interdependent, competent and capable, to the agency of the child and to children’s rights. In particular they focused on the rights of the child to be heard as a citizen and the right to experience childhood in the here and now rather than as a stage of development en route to adulthood. Instead of seeing the family as the primary unit they decentred the family placing family and child as part of a community.   

Place theory
  The move within environmental psychology favouring the use of the place concept was driven by the possibility of integrating both phenomenological and psychological approaches and by limits of the behaviour setting concept, which omitted the significance of individual subjectivity and personal meanings as well as emphasising an intra-setting viewpoint that was not able to account for setting change. The place concept also provides more opportunity to attend to social norms, values, stability, flexibility, change and internal differences. The following sections begin with a focus on phenomenological approaches to place and then consider alternative perspectives based on the place concept.
  Phenomenological approaches focus attention on “the ‘lifeworld’ – the taken-for –granted pattern and context of everyday living through which the person conducts his or her day-to-day life, without having to make it an object of conscious attention” (Seamon 1984 p. 130). Practical contributors to this perspective include Said et al (2006) who studied hospitalised children in the context of the children’s situated experience of a hospital garden. Their approach aimed to elicit core meanings from children’s transactions with the hospital garden as “phenomenal landscape” (p. 103). Theoretical contributors include Tuan (Tuan 1977; Mogyyorody 2002), Heidegger (1971) and Relph (1976). Tuan referred to place as “a pause in movement” (p. 138) and as “whatever stable object catches our attention” (p. 161) and considered concepts of ‘sense of place’ based on intentional reflection, contrasted with ‘rootedness’ based on occupancy, and unselfconscious familiarity and ‘knowing about’ contrasted with simply ‘knowing’ a place. Within Tuan’s perspective places are created by intentional acts of reflection and maintained as part of social life, rather than being defined in terms of physical characteristics, though specific objects are able to contribute to the organisation of space and its transformation into place. Heidegger (1971) focused on ‘dwelling’ as part of the essence of living in the world, “the capacity to achieve a spiritual unity between humans and things” (Harvey 1993 p.10), where the phenomenon of homelessness and rootlessness is not solved simply by constructing more buildings. Although Heidegger wasn’t specific about the concept of dwelling in the modern technological capitalist world his perspective does draw attention to the themes of inauthentic place and placelessness. Relph (1976) sought to explicate a phenomenology of place highlighting ‘existential insideness’ and ‘outsideness’. From this viewpoint the identity of places is influenced by how much a person feels part of a place, belonging contrasted with estrangement. 
  Relph’s (1976) Place and Placelessness is a phenomenological investigation of the human experience of place. This book has had a major impact across a range of disciplines in the social sciences and humanities since it was first published. At the time of publication the view that “space is heterogeneous and infused with many different lived dimensions” (Seamon & Sowers 2008 p.44) was a new idea that has since become part of mainstream thinking. The understanding of the interrelationship between space and place as part of experience has also been recognised as one of Relph’s major achievements. Seamon & Sowers (2008) suggest that “Relph’s elucidation of insideness is perhaps his most original contribution to the understanding of place because he effectively demonstrates that the concept is the core lived structure of place as it has meaning in human life” (p.45). The book begins with a consideration of space as a context for place and then engages in a phenomenological investigation of the essence of place, emphasising the existential significance of places as “profound centres of human existence” (Relph 1976 p.43). Relph includes a detailed consideration of place identity in a way that relates back to the initial classification of spaces as pragmatic/primitive, perceptual, existential, sacred, geographical, architectural/planning, cognitive and abstract. The primary binaries are those of insideness and outsideness, place and placelessness, authenticity and inauthenticity. 
  Existential outsideness refers to a sense of alienation, not belonging and meaninglessness. Existential insideness refers to the unselfconscious feeling of being at home, of belonging. It includes “the deep and complete identity with a place that is the very foundation of the place concept” (p.55) and is evident in cases where people with firmly established place attachment refuse to be relocated from their homes, even though the new homes from an objective viewpoint are in all ways superior to the slum tenement buildings and area. In a school setting existential outsideness might refer to the experience by the child of parts of the school where they are not meant to be. This experience would contrast with the applied sense of existential insideness which might refer to the child’s classroom setting or to a favourite place within it. Incidental outsideness refers to places of limited significance for current intentions. In a school context, incidental outsideness might occur where a child is taking a message to each of the classes in the school. This would be the case where the child perceived themselves as visiting other classes of the school as part of the outside, away from the comfort of their own class, home base, where they have no interest in the classrooms but only in delivering the message. Incidental insideness would refer to activity within the home base classroom where the setting itself was perceived only as a backdrop and not significant for the activity. A development of incidental insideness is behavioural insideness which involves deliberate attention to the features of a place, contrasted with objective outsideness which resembles the scientific aim of separation of world and observer, the dispassionate attitude. Relph (1976) also refers to ‘looking’ contrasted with ‘seeing’, when considering empathetic insideness.
“To be inside a place empathetically is to understand that place as rich in meaning, and hence to identify with it, for these meanings are not only linked to the experiences and symbols of those whose place it is, but also stem from one’s own experiences.” (p.54)
Within the early-years setting the focus of the practitioner/teacher on arrangements of furniture and displays when preparing the setting would appear to exemplify behavioural insideness though might also extend to objective insideness where, for example, principles of early-years or pedagogic good practice were explicitly employed when justifying decisions made.
  The direct and genuine experience of place not mediated or distorted by stereotypical views or images purveyed through mass media is referred to as the authentic experience of place. Relph contrasts the unselfconscious authentic sense of place with the selfconscious sense of place with reference to Martin Buber’s (2004) “I-Thou” and “I-You” relationships.
“An ‘I-Thou’ experience of place is a total and unselfconscious involvement in which person and place are indissociable; such relationships are probably uncommon and certainly difficult to achieve in contemporary societies. However, an ‘I-You’ relationship with place, in which there is a genuine response to the meanings, symbols and qualities of a place and attempt to identify with it, is more possible. Indeed it is this relationship that must be encouraged if we are to begin to see and appreciate places for what they are, and not in terms of the mass values, or technical and intellectual attitudes and conventions.” (Relph 1976 p.78)
This focus on the quality of the relationship with place recalls the developing contemplative ‘turning towards’ disposition of the Creative Analytic Paradigm (CAP). Although the CAP is not a phenomenological investigation and epistemologically involves elaborative interpretation the binaries identified by Relph do potentially provide a useful orienting concept for focusing the development within one or more of the satellite topics.
   Relph (1976) develops the authentic/inauthentic dichotomy further in relation to authentic place making drawing attention to the harmonious integration of physical settings and communities within landscapes or townscapes.  Concepts of ‘kitsch’ and ‘techniques’ are used in relation to inauthentic attitudes. Kitsch refers to commercialisation, the devaluing of the significant and the valuing of the trivial. A potential point of contact with the school setting is the provisioning of the setting by mail order; where resources are purchased depending upon what’s on offer in educational catalogues how much of the decision is determined by the commercial companies producing the resources? Placelessness also refers to homogenisation, sameness, which in relation to early-years setting might include the view of the stereotypical definitive setting with its role play and/or home corner, number lines, alphabets, sand and water areas – all of which actually might be justified by reference to principles of good practice and also very supportive in a more mobile society.  
  When considering the essence of place Relph (1976) emphasises that properties such as location and time are not part of the essence of place but dimensions that affect the experience of place. Seaman & Sowers (2008) focus on these dimensions of human experience relating to the person’s historicity as the way in which Relph’s phenomenology combines general and specific, foundational and particular and conceptual with lived. When summarising his view Relph notes,
“The basic meaning of place, its essence, does not therefore come from locations, nor from the trivial functions that places serve, nor from the community that occupies it, nor from superficial and mundane experience – though these are all common and perhaps necessary aspects of places. The essence of place lies in the largely unselfconscious intentionality that defines places as profound centres of human existence.” (Relph 1976 p. 43)
  Criticisms of Relph’s perspective identified by Seamon & Sowers (2008) focus on the essentialist ontology and the lack of sophistication when using binaries such as insideness/outsideness, authentic/inauthentic, place/placelessness, and rootedness/mobility. However, Relph is not lamenting the loss of authentically created places and tradition or bemoaning the placeless landscape but is urging the need for considering ways to facilitate care for places and emphasising the human need to develop associations with significant places. It is a ”language that allows for a precise designation of the particular experience of a particular person or group in relation to the particular place in which they find themselves” (Seamon & Sowers 2008 p. 48)
Place concept
  The concept of ‘place’ itself has been interpreted in a variety of different ways. Typical uses have been to use place synonymously with behaviour setting (Barker 1968) or more precisely as part of the aim to develop a place theory (Canter 1977), and have included definitions in terms of environmental experience and perceived geographical environment 
“…, through place, the socio-physical unit of the setting finds direct reference in the ‘perceived reality’ of subjects, rather than in the reality singled out by the researcher.”  (Bonnes & Secchiaroli 1995 p.169)
  Initial moves towards the development of place theory in environmental psychology were taken by Canter in The Psychology of Place (1977). The place construct in the original perspective of Canter was a molar unit incorporating activity, physical attributes and the conceptions by people of behaviour within the physical environment. Canter’s more recent concept of place (Canter 1983) was developed through the more complex ‘facet theory’ incorporating ‘functional differentiation’ (related to activity), ‘place objectives’ (related to conceptions but including individual, social and cultural aspects), ‘aspects of design’ (related to physical attributes) and ‘scale of interaction’. Contrasted with the behaviour settings approach, Canter emphasised that places are not determined by the researcher but are part of experience and have a distinct existence which includes the physical milieu contrasted with the concept of ‘social situations’ (Argyle et al 1981). The value of this initial move by Canter is the emphasis on the holistic model incorporating experience of the occupants of the place and the direct link to the physical environment. 
  Stokols (1981) contributed to the development of place theory, within a transactional approach, by introducing the concept of social imageability which acknowledges the shared socio-cultural perception of the environment rather than the idiosyncratic views of individuals. Stokols’ model includes functional, motivational and evaluative dimensions. These dimensions are identifiable as socially shared perceptions of activities and expected activities within settings; as well as aims and purposes of setting members and the occupants’ evaluations of the setting, including the social image. Stokols emphasised the nature of physical environments as sources of information for conveying meaning, noting that “As a place becomes increasingly ‘layered’ with social meanings, the interdependence among social and physical components of the setting is assumed to increase” (p.396). The content of the social meanings signified by the physical environment was referred to as the social field and comprised the complete range of functional, motivational and evaluative meanings. Dimensions of the social field were identified as content, scale, complexity, clarity, heterogeneity, distortions and contradictions. The ‘content’ dimension refers to the shared perception of functional, motivational and evaluative meanings based on a sample of place occupants’ views; ‘scale’ draws attention to whether occupants typically focus on macro or micro features of the place; ‘complexity’ relates to the range of views expressed by the occupants (Stokols referred to the need to operationalize the definition); clarity refers to the frequency with which a particular meaning is expressed; ‘heterogeneity’ is related to the existence of subgroups of place occupants; ‘distortions’ occur where e.g. perceptions of activities are mismatched with actual activities and; ‘contradictions’ occur where there are discrepancies between actual and preferred social meanings e.g. where a quiet reading area is typically noisy.
  Gustafson (2001) drew attention to several theoretical concepts and aspects of place, as well as to concepts rooted in empirical research, including the notion of place as comprising locale, location and sense of place. He recognised that place is not a static entity with an essential nature but a process concept such that any particular place has different meanings for different people and as circumstances change. When reviewing empirical research focusing on different meanings associated with places he contrasted Sixsmith’s (1986) personal, social and physical ‘experiential modes’ with Canter’s (1977) more objective basic constituents of place. Research of this type which investigates subjective meanings assigned to a particular place by respondents also suggests elements of the Creative Analytic Paradigm, where the particular place can be regarded as an evocative object e.g. ‘What does the classroom (or your classroom) mean to you?’ In relation to my own classroom when I was teaching I think I might have begun my answer with, ‘It’s a home away from home’. Interestingly, self-related meanings of this type are consistent with findings from Gustafson’s (2001) research which associated self-related meanings to small places on a spatial scale. 
  Gustafson’s own analytical framework for mapping meanings assigned to places adopted a grounded theory methodology utilising a non-representative sampling approach in order to collect a wide range of meanings. Classification of the themes identified in the meanings led to the construction of a three-pole triangular model comprising the main themes of ‘Self’, ‘Others’ and ‘Environment’. Analysis of the meanings led to the view that interrelationships between these themes were significant as well as the themes considered separately e.g. ‘Self’ was often related to life-path where respondents recollected e.g. childhood memories related to place and to the sense of security attached to their own homes; ‘Self-Others’ often included references to being recognised by others in the local neighbourhood and references to friends and relatives; associations within the ‘Others’ theme included stereotypical us/them type references e.g. places where they go to but we don’t go to. Within the CAP, an elaborating interpretation of the Constraints satellite topic (chapter 6) could include instancing the ‘environment-self’ category within Gustafson’s analytical framework. Gustafson (2001) developed his analytical model further by identifying underlying dimensions of ‘Distinction’, meaning that the place must be a distinguishable unit; ‘Valuation’, which may impact the personal involvement or attachment to the place; ‘Continuity’ e.g. in relation to local traditions but also in relation to the ‘life-path’ theme and; ‘Change’ suggesting meanings of places may change through time.
  Cresswell (2004) considered Harvey’s perspective on place referring to place used as a form of ‘militant particularism’ (Harvey & Williams 1995) against global capitalism, emphasising the need for distinctiveness and independence – expressed as investment in monuments and other projects to produce a sense of (national) pride.
“On the one hand investments in place can play a role in resisting the global circulation of capital but on the other it is quite an exclusionary force in the world where groups of people define themselves against threatening others who are not included in the particular vision of place being enacted. The flows of globalisation, on the other hand, are seen as anxiety provoking for those people who seek to invest in the fixities of place-based existence.” (Creswell 2004 p.62)
Schools and early-years settings, including classrooms, may project an image of their distinctive identity through memorabilia displayed in entrance halls and through the more permanent classroom displays e.g. the ‘reading tree’ in one reception class that I visited during the course of one academic year was a more or less permanent fixture throughout the year whereas the class teacher was acutely conscious of the on-going need to respond to the proliferation of Government initiatives and strategies (Chapter 6 – partition screen satellite topic). Perspectives of this type appear consistent with a view of the school functioning as a homogeneous community in a period of geographical fragmentation. Multiple images supporting cultural and religious diversity might be construed as undermining a militant particularistic view.
  Massey’s progressive concept of place, “absolutely not static and in no way relates to the Heideggarian view of Space/Place as Being”, emphasises the differentiated experience of globalisation (Massey 1993 p.68). Although mobility, as time-space compression is located within capitalism it is not only influenced by the availability of money but also affected by race and gender. Massey refers to the ‘power geometry’ of time-space compression as the relationship of different social groups and individuals to the flows and interconnections of everyday life, identifying differences in amount and speed of movement, communication, control and initiation. She presents a concept of place - with no single, essential identity shared by all, not based on an inward looking search for origins or identification of administrative boundaries but highlighting the multiple identities of places, the global sense of place and asserts “I certainly could not begin to, nor would I want to, define [Kilburn] by drawing its enclosing boundaries” (Massey 1993 p.67). The particular identity of a place is regarded as originating in social interrelations at the point where they intersect
“Instead then, of thinking of places as areas with boundaries around, they can be imagined as articulated moments in networks of social relations and understandings, … but where a large proportion of those relations, experiences and understandings are constructed on a far larger scale than what we happen to define for that moment as the place itself, whether that be a street, or a region or even a continent.” (p.67)
Massey’s progressive concept of place: 
	Not static – places are processes because of the centrality of social relations
	Boundaries as simple enclosures are not necessary – a simple inside/outside division is inconsistent with interconnectivity which is central to the concept of place
	No single unique identity – multiple and conflicting identities
	The uniqueness of place resides in the specificity of the social relations which are historically and geographically differentiated 
Globalisation is experienced by different people in different ways. This differentiated experience needs to be considered when considering the implications of concepts such as ‘placelessness’. 
  Ellis (2005) focused on the implications of regarding the school classroom as a place in a world characterised by globalization, in a way reminiscent of Auge’s (1995) concept of supermodernity. 
“Increased mobility, migration, and urbanization, together with an efficiency orientation in planning built environments have contributed to the condition Relph (1976) calls ‘placelessness.’ Even the particularity of place – identity, character, nuance, and history – can be masked in the architectural and commercial uniformity of many cities.” (Ellis 2005 p.56)
She referred to place and ‘placelessness’ as social constructions that are dynamic and changing. In relation to the classroom and school as places, they were described as including the physical attributes but also as encompassing the whole experience and interrelationships of the children and adults. Places are associated with stability, belonging, identity and community in a world of change and uncertainty. Attention was focused on the idea of place as security contrasted with space as freedom, noting the potential for stability through tradition but also noting the potential for stability to be maintained through oppression. A common stereotype of the small country village with a close knit community and unchanging traditions that rejects outsiders comes to mind. Ellis (2005) argued that if classrooms are to be regarded as good places then they will provide “security, nurturance, meaningful relationships, and opportunities for positive identities while including space for students’ creative self-development” (p.59). 
  Ellis (2005) argued for the importance of place as being the source of social structure within which everyday life is lived and emphasised that personal identity is formed, maintained and reformed within everyday life, noting that
“…the kinds of everyday lives people can shape for themselves in a place are limited or enabled by social structures such as rules and resources and the relationships available with individuals, institutions and ideas.” (p. 63).
The development of a sense of place and place attachment by the children was therefore considered important and it was suggested that teachers should focus attention on making the classroom a ‘good place’.  Ellis emphasised the importance of familiar routines and meaningful relationships between children and their peers. She focused on the development of children’s place attachments in terms of the classroom as a “good place” (p. 65) providing a sense of security and social support, promoting social affiliation and sense of community, providing opportunities for creative expression, exploration and autonomy, and engendering positive feelings. Specific examples and strategies were identified including the value of “open-ended, self-expressive student assignments” (Ellis 2005 p.69) but fundamentally the image coincides with that of early-years settings encompassing child initiated approaches.









Poorly mounted, obscure and peeling at the edge,






Double-mounted, hanging, 3D and wall
         School – displays: impressive
                  The enabling environment’s tool

  This satellite topic commenced prior to the development of the generative divergent analysis (GDA) model. However, the main features of the GDA model are evident (fig 9) including ‘turning towards’, ’turning away’ to a focus on learning environment quality, and revisiting as an unfinished resource. 













                   Fig. 9

From the perspective of Mason’s (2006) developmental, mechanical, comparative and causal/predictive puzzles the focus on classroom displays, as an evocative object, has currently led primarily to multiple descriptions and different ways of understanding the purpose of classroom displays. 
  The focus on classroom displays commenced in 2007-8 alongside a developing interest in classroom areas. I also considered resources but the literature I located at the time appeared simply as lists of essential items and I didn’t pursue this further at the time. Classroom displays and areas were readily accessible and I was able to take photos and video while the children were in the playground or elsewhere. I felt that this was therefore a good way to start developing an interest in the physical setting. My initial approach was to use Atlas.ti computer assisted qualitative data analysis software (CAQDAS) to collect the edited video as video quotations using an open coding approach, referred to in chapters 4 & 5. The result was that I identified 20 properties and dimensions of classroom displays (Fig. 3 p.93) and began producing a database of classroom display images (Annex 2). Some of the displays were visually impressive, whereas at the other extreme displays were poorly mounted, obscure and peeling at the edges. This suggested endeavouring to be specific about quality of displays which led to focusing on the quality of the early-years learning environment in relation to classroom displays. I began looking for literature related to this theme and discovered classroom rating scales and literature related to the concept of ‘quality’ in the early-years.
  Dahlberg, Moss & Pence (2003) questioned the concept of quality itself when presenting a postmodern perspective of cultural relativism. One of my first thoughts when encountering the QLI (Quality Learning Instrument), which I consider in this section, as a "contextualised or in-house instrument" emphasising the process of defining quality was that quality may be defined differently with particular circumstances and conditions of different and unique settings. I also found that rating scales such as QLI, Early Childhood Environment Rating Scale (ECERS), philosophical underpinnings of Reggio Emilia preschools, Primary National Strategy (PNS) guidance and checklists such as that produced by the architect Mark Dudek (2001) each provide numerous points of overlap as well as individual differences (Appendix 5 and Annex 2).
  The article by Walsh & Gardner (2005) entitled ‘Assessing the Quality of Early Years Learning Environments’, reports on the development of the QLI (Qualitative Learning Instrument) as a way of assessing the quality of the learning environment from the point of view of the child's experience. The QLI identifies 9 key themes that are thought to help tell the difference between high quality and low quality learning environments. The authors structure the 9 themes using what they refer to as the main elements of an interactional triangle: the children, the adults and the learning environment. From the point of view of validity and calibration of the instrument the authors explain how their judgments were corroborated by early-years experts. (An interactive cognitive map comparing my coding with the 9 themes is included as a link in Annex 2)
The nine key themes in the QLI are appropriate indicators that also relate well to the ‘Principles’ underlying the four ‘Key Themes’ and the Early Learning Goals e.g. in the Personal, Social and Emotional Development area of learning in the Foundation Stage Curriculum (2008): motivation, concentration, independence, confidence, well-being, social interaction, respect, multiple skill acquisition and higher-order thinking skills. There is also some helpful exemplification of the matrix produced using the QLI’s key themes and elements of the interactional triangle, though emphasis on the child's perspective isn't immediately evident. 
  Of the nine themes only Motivation and Higher-order thinking skills are exemplified with specific reference to classroom displays. The exemplification of Motivation provided in the QLI includes within the 'Role of the Environment' element, "examples of children's work displayed". The exemplification of Higher-order thinking skills includes reference to children’s displays that arouse reflection and development of ideas. According to research undertaken by Kershner & Pointon (2000) children may value displays for a range of reasons including the contribution of displays to a pleasant environment, support for learning, as a reminder, for raising self-esteem, for increasing motivation, though they may also see displays as a distraction or as pleasant and interesting but not particularly helpful. Kershner & Pointon also identified teachers’ different beliefs about displays including celebrating children’s achievements, providing information and “as a social representation of the important people in the classroom” (p. 74). With such a range of views about the value of displays expressed by children and teachers, the QLI indicators of quality in relation to displays seem quite general and do not say anything to specifically characterise the displays: 
	The QLI provides no indication of how to assess the quality of the displayed children's work apart from the general recognition of the needs of the children. This is an interesting point because as a child I might want to see my work displayed. Squiggly lines on a scrap of paper could be one of my major achievements. And yet experience suggests creativity in managing the display can add a lot to its value; in this case as a source of motivation and promoter of higher order thinking. After all what is to me a crowning achievement may to the other children in the class be just scrappy pieces of paper making the room look untidy. This would suggest, as emphasised by Walsh & Gardener, that evaluating quality needs to include assessing the quality of the children’s experience but it would be useful to have specific pointers also.
	The examples provide no reference to different types of display, which I think is an omission. When I visited early-years settings and coded the classroom displays, the properties and dimensions that were identified included e.g. ‘Displays supporting behaviour management’ such as star charts and the ‘Sunshine tree’ where children's names are displayed and ‘Displays supporting classroom management’, e.g. the display of rotas, so children can know whose turn it is which may also be included within a motivation dimension.
	The article also doesn't provide any explicit criteria for connections between the elements of the interactional triangle. For instance it is plausible that children can be happy and well-motivated where classroom displays are marginalised.
 
 The authors refer to the generic top-down approach of the Early Childhood Environment Rating Scale (ECERS) of Harms et al (2005) which seeks to apply a particular developmental model of early childhood practice. The ECERS observation schedule is tightly structured and seeks to match observations with precise indicators using a four part exemplification of seven levels and provides more guidance than the QLI. 
  However, in support of their bottom-up approach the QLI authors claim, 
 "… there is much to be gained from eschewing a generic approach and developing a contextualised or in-house instrument."  (p.2)
Rather than apply a particular developmental model, the 'process' of defining quality in a way that is responsive to the needs of the children is paramount; so judgments of quality are going to be grounded in the observational data collected from the particular setting. Where children are actually motivated and thinking reflectively then this would be a better quality setting even though the tick boxes of the top-down approach haven't been ticked. This approach also appears consistent with the Key Themes of the Early Years Foundation Stage guidance (2007) which recognise the uniqueness of each child and that children learn and develop in different ways.
  I believe this is a worthy approach and clearly also gains support from authors such as Kirshner & Pointon (2000) who advocate teachers valuing children’s views when making decisions about the classroom setting. Nonetheless, the ECERS is worth considering for the more detailed guidance it provides insofar as it includes a specific focus on ‘Child-related Display’, located within the Space and Furnishings subscale. The key characteristics of the 'good' rating highlights that most of the displays, many located at child's eye level,  consist of children's work that is also related to current activities; characteristics of the 'excellent' rating are that children's displays are individualised and include three-dimensional displays. 
  The following examples illustrating the value of individualised and three-dimensional displays occurred when I interviewed a university tutor with a particular interest in the early years,

 Individualised:
"TF… I think it is tragic when you go in a classroom and there are thirty identical penguins on the wall that the teacher has cut out and stuck down while the child watches. I like my penguins with wobbly heads and their beaks in the wrong place – ‘Picassoesque’ . I think it’s something we need to make students feel confident about, that the work on display is going to be the children’s and it is going to look like the work of a three year old if you’re in Nursery, so the displays … I feel very strongly must belong to the children not the practitioners;…" 
 Three-dimensional:
 "TF. I think the three-dimensional nature of displays… the fact that you can kind of then wander in amongst it, for the child… it gives them a whole different experience from perhaps looking up at a notice board that’s often high for a child…ahm, and distant, I think if you can have things dangling and also if you can have things at a lower level, I think it wraps around the child and gives them…
Int. … I definitely liked… that student who had been to the Sea Life Centre and they had sea horses and jelly fish… that was actually quite effective…
TF. …right..yes…
Int. able to convert it into a kind of magical … world
TF. … yes you are in for a magical kingdom… and there was one student last year who made a fantastic cave… with all sea creatures… and it was big enough to go in… a papier-mâché cave; even as an adult as you walked in the room you kind of thought “Ouhhh!!!” it was great, it was great… and of course that was part of her display and within it and outside it things were displayed the children had made…ahm, but the level of engagement was just so high…And I think the other thing with displays is interactivity so if you have a science display there actually are things on it the children are encouraged to have a fiddle with… legitimate fiddling with display so they are engaging with it and thinking about…otherwise why are you displaying it really, so if you’ve got a science display and you want them to be thinking about it then they need to be fiddling…" 
  Although the 'Interaction' subscale of the ECERS includes supervision and discipline categories, the highlighted features of good and excellent for these categories relate to relationships between teacher and child and do not include any reference to the role of the physical setting. There is no reference anywhere within the ECERS to displays as part of classroom management and organisation. The university tutor interview is consistent with this omission: while recognising the potential value of displays supporting behaviour, and highlighting the value of literacy rich environments, the tutor’s main emphasis supported the view that teachers have more time to deal with behaviour issues through focused interaction with individual children. However, my broader experience from visiting early-years settings suggests that at least some Reception and Nursery classes do include an element, even a significant element, of behaviour management within the displays.

 
                                                        


                                                      (Fig. 10 Nursery rules)

The colourful rules display (Fig. 10) produced with large letters and simple phrases in this setting, was located centrally adjoining a main carpeted area. The simple phrases appear appropriate for the children to learn and associate with; also the visual impact for parents and carers entering the nursery may be that this is a place where teachers regard good behaviour as important.
  Further ideas when reflecting on the omission of displays as behaviour management devices from the rating scales:   
	It may be that the concept of display is being defined more narrowly so as to only include children's work-related display. However, common language supports a wider definition and the Primary National Strategy professional development materials(PNS, 2004), for example, when focusing on sharing objectives and reviewing learning highlights the display of learning outcomes, key questions, prompts and scaffolds. 
	The location of the Child-related display theme in the ECERS within the Space and Furnishings subscale may suggest that display is being regarded as part of the décor and decoration; the main locations within the QLI are in the Motivation and Higher-order thinking skills key themes, which may suggest displays making a more active contribution to children's experience, though still without reference to behaviour or the positive affirmations referred to in the Primary National Strategy professional development materials. 
	Although the Linda Hartley website [no date] covered the entire primary age range it seems relevant here that she noted the most frequent response provided by teachers (part of an action research project) about the purpose of displays was "To give children a sense of pride in their work".  
	The tutor expressed the view that communication with adults and parents is an important part of the role of the foundation stage teacher 
"TF… so I think the labelling in your foundation stage classroom is about relationships with the parents, explaining what you are doing because play is not always regarded as work unfortunately and there is a lot of education to do about that, so people understand the value of play, and your labelling in the classroom can help mediate that with parents as well as inform the children" 
This idea of valuing communication with the parents is developed further in the EYFS Principles into Practice which values involving parents in the ongoing assessment process (eyfs 2008) and regards parents as partners, noting that
“In true partnership, parents understand and contribute to the policies in the setting” (eyfs 2008a)
The EYFS also values diversity and recognises that teachers’ views may differ from those of parents. Teachers are expected to ask parents for their views, to “involve parents fully in decisions made about their children” (eyfs 2008b) and values “parents and practitioners working together to identify what is necessary for each child at a particular time” (eyfs 2008c). Nonetheless, contrasted with the early years practice identified by Moriarty (1999) the EYFS appears slightly tilted in the direction of a deficit model e.g. with teachers needing to educate parents about the value of play (this theme is revisited in the satellite topic focusing on the pictorial timeline later in this chapter).

   The analysis of classroom displays using the ECERS's brief exemplification, and the brief reference to display in the QLI, also seems limited in comparison to the potential suggested by Hegarty's task-analysis model and Cooper's constructivist model (in Cooper & Hegarty et al 1996). Although, Hegarty's model includes the categories open/closed, tight fit/loose fit and active/passive, which relate directly to the ECERS's focus on 'individualisation' in excellent displays, this more detailed analysis of Hegarty promotes awareness of shades of meaning within the concept of 'individualisation. Hegarty  also includes the categories 'level of cognitive demand' and 'elements of learning', which relate well to Bloom's Taxonomy (Churches 2009): number lines and alphabets support simple recognition and memory whereas interactive displays e.g. involving children in exploring mixtures of liquids are more closely related to higher order skills such as understanding  and opinion. As previously noted, Walsh and Gardner's Qualitative Learning Instrument (QLI) also includes a focus on displays at the level of understanding, where the aim is to 'arouse reflection and development of ideas'. Further insight into the role of classroom displays is provided by Cooper's constructivist model which emphasises the role of displays within learning as a process. In this sense even work shown by children to the class during the plenary can be regarded as a display, and as an interactive display when talked about as part of questioning and invited responses from other members of the class. The following example from an interview with a Nursery teacher highlights further the role of displays as part of the learning process, 
T1: ... well the children quite often want to take things home but with certain projects like this ongoing mosaic project it’s really useful to have their work up as well so that when the mosaic artist came in she was able to use the display as part of the teaching                                       
  Despite the suggestions of the primacy of children's three-dimensional current work-related displays, the properties and dimensions of classroom displays referred to earlier in this section (as well as previously in chapter 2) permits a more detailed analysis based on four themes: children's work, supporting learning, behaviour management and classroom management.  The children's work theme was coded for types of display (hanging, interactive, table, themed, wall) though can also include a focus on 'style' of display (Cooper & Hegarty et al 1996). The supporting learning theme has also been coded using types of display e.g. supporting learning_hanging, supporting learning_interactive etc.); the behaviour management theme highlights groups, learning, rewards and routines, with routines being subdivided into rules and rotas and each of these categories is also subdivided into types of display. Classroom management similarly highlights ownership, routines, learning support and frequency of change with each category being subdivided into type of display (hanging, interactive, table, themed, wall). The link to the multimedia in Annex 2 includes a visual representation of this taxonomy. 
  As noted in the introduction to this section, the broader context for considering aspects of classroom display is the concept of quality of the early-years learning environment. Although the Early Years Foundation Stage (EYFS) includes ‘Enabling Environments’ as one of the four Key Themes there is limited specific guidance within the EYFS itself. Section 3.1 (eyfs_cards 2008) notes that 
	effective practice includes providing regular opportunities for parents to add to records of pupils’ learning and development
	children should be encouraged to help plan the layout of the learning environment
	the indoor environment should be “reassuring and comforting for all children, while providing interest through novelty from time to time”
	indoor and outdoor environments should be linked where possible
	settings should recognise the individual needs of children and plan for their unique learning journeys
	“The environment supports every child’s learning through planned experiences and activities that are challenging and achievable”







2. Opportunities and constraints
                                          The teacher’s lament
Sprawling play, colourful display signs of independence;
Yet lack of choice and space for acquiescing teacher
Lamenting cupboards full of old unused resources
Constrained by heavy health & safety fire door,
Governors’ rule and policy
Impacting creative interactive alcove learning

                                                                    Head teacher’s rejoinder
Massive problems, controversial view of table choice and what to do
Storage space, another teacher’s way –‘I’ll use this resource not that today’
Not resource age but teachers’ choice and then table policy in view
Old Victorian building with need of outside place to play
Brighten furniture and tables 
                “Spend a little bit of money … if we had some”

  The following satellite topic arose from two visits to a Reception class during which I talked to the class teacher and observed the children engaged in free play activities during the afternoon. As noted in the section of the thesis focusing on the genealogy of the satellite topics (chapter 4) the visits to this class occurred in 2008 as part of the original exploratory encounters with evocative objects prior to the development of the generative divergent analysis (GDA) model, where the motivation was specifically focused on developing a multimedia interpretation of the early years physical learning environment.  At this time simple categorisation of the physical setting seemed to need enlivening and the offer of class teachers to talk about their classrooms was a potentially productive move. Consistent with the evocative objects model I aimed to keep the conversations as open ended as possible and to respond to emerging themes or any points of interest as they arose and through reflection after the event. In this reception class I videoed the children and recorded the conversation with the teacher as we walked round the classroom, allowing the physical elements of the classroom to act as prompts. This is evident in the layout of this satellite topic which traces parts of the conversation as we walked around the classroom and associated reflections informed by related literature. I wrote the poem ‘The teacher’s lament’ to capture the sense of helpless resignation in the face of insurmountable bureaucracy.  
  The edited video clips produced from the two visits include a focus on one child in the writing area, children engaged in a role play relating to a fire in a house and a general overview of the class showing children engaged in writing and construction activities. I also produced edited video clips of semi structured interviews with the head teacher focusing on classroom displays, the role of the school’s governors and the head teacher’s view of the maths area and role of the head teacher. This multimedia content is accessible from Annex 2. 
  The conversation with the class teacher developed into the theme of influences and constraints in relation to the physical environment of the class with a particular emphasis on storage space, though also included a focus on enclosed spaces and independence. When I introduced the idea of talking about the classroom as we wandered around the teacher assumed I wanted to know about influences and constraints, so my initial imprecise and general suggestion evoked this theme. On a previous occasion in a different class in a different school the teacher’s initial response was to start talking about rearranging the furniture. This strategy was not always so successful as for example when one student teacher would only answer specific and direct questions and then only in a rather curt and abrupt manner. 
  I decided to keep the original title for the satellite topic as ‘opportunities and constraints’ as this was the theme suggested by the class teacher and relates well to the general tone of the conversation. However, the focus on constraints was integrated with other topics. As we walked around the classroom we talked in particular about classroom areas, the value of enclosed space and support for independence but the conversation repeatedly refocused on various constraints. There was reference to the Interactive Whiteboard, windows, electrical sockets and the fire door though the teacher was particularly emphatic in relation to storage space and the maths area.  
  The following section based on an extended transcript of the relevant parts of the conversation with the class teacher (T) highlights the value of enclosed spaces, support for independence, value of classroom areas and experienced constraints. The chapter continues by refocusing attention on constraints and concludes by reflecting on broader themes of bureaucracy and disciplinary practices.

T. This is the writing table…an enclosed quiet area, where the children can come and practice play writing…whatever they want to, it’s experimental, it’s unstructured, it’s free for children to write what they want to write, they’ve got words on the wall…it’s quite a good area because of the cupboard and being sunk into the wall, quite useful 

Lippman (2004) lends support to this view of the value of this semi-private space ‘sunk into the wall’ when regarding activity settings e.g. niches, alcoves and corners as physical manifestations of Vygotsky’s Zone of Proximal Development. This is also evident in the satellite topics focusing on the partition screen and toys (later in this chapter). 
  The free choice theme related to ‘unstructured’ and ‘experimental’ is developed in the following extract.

Int. Would you say this is typical in an early years Reception classroom? 
T. Yes, you’d definitely have a writing table in an early years…the children have to be able to have free choice to go and choose…they can pick when they want to use it. I have, as you can probably see over here, these yellow signs all around the classroom, which encourages independence in the children…the children just put their name tag on…if they want to go to the toilet, they don’t have to ask…they put their name tag on so I know they have gone and it’s the same with the writing table….if they put their name tags on over there it says ‘I am playing on the writing table’ then those are the two children playing on the writing table so if they go to the toilet no one else can come in… that encourages their independence. They quite enjoy the shut off feeling, the enclosed feeling, they quite enjoy that. 

Anderson et al (2003) note that while promoting independent learning is a valued goal within early-years practice the concept itself requires clarification. Their research, involving 16 early-years practitioners developing a range of pedagogical innovations linked to independent learning, analysed data on independent learning in 3-5 year olds. The analysis of questionnaires, reflective journals and reflective dialogue with the practitioners identified a range of views on key elements of independent learning though the majority of teachers emphasised organisation rather than cognition or emotion which suggested valuing ‘independent pupils’ more than ‘independent learners’ ( also re transcript extract  - ‘they don’t have to ask’).  This research project led to the development of the Children’s Independent Learning Inventory (CHILD 3-5) containing 20 indicators related to Bronson’s (2002) 4 categories of self-regulation vis. Emotional, ProSocial, Cognitive, and Motivation. For example, in relation to the above transcript extract
Emotional – potential link to controlling attention, resisting distraction and tackling new tasks confidently
ProSocial – potential links to resolving social problems with peers and taking turns independently
Cognitive – potential links with making reasoned choices and decisions
Motivation – potential links to initiating activities and planning own tasks
Although Arias & Diaz (2010) identify difficulties in assessing self-regulated learning in the early-years, particularly in relation to self-report approaches, CHILD 3-5 provides an additional context for supporting children’s developing independence beyond the guidance provided in the Early Years Foundation Stage (2008). Guidance of this sort is particularly useful following the Tickle Report (2011) which is effectively reducing the number of early learning goals from 69 to 17. This is supportive of increasing the professional status of early-years professionals because of the decreased specificity of the guidance but may impose increased demands for subject and pedagogic knowledge. Also, only limited support is provided by the current QTS standards (2007) which merely note that children should be guided to “reflect on their learning, identify the progress they have made and identify their emerging learning needs “(Q28); and Q31 identifies “… promote their self-control and independence”. 

Int. So what would you say are the main… the defining characteristics of a writing table, writing area? What does it have to have otherwise you would say it isn’t one? 
T. I would try to experiment with a range of pencils, pens…things that I use on my desk that children don’t often have like Biros…you give them pencils in school for their work, they don’t get to experiment with felt tips and Biros and staplers, hole punches…we’ve got envelopes, writing pads, letters, cards. It’s something for them to choose, experiment and play with so they are learning through play really… 
T….This is my resource cupboard, have to have one of these…it’s full, can’t get any more in it…but it’s fitted in quite nicely with the writing table and it’s enclosed the sand pit as well…to try to get the different areas of the classroom, so you’ve got creative, writing table, role corner…and as we move on round there is the maths corner and… 
Int. So when you think about the classroom do you think about it in terms of different corners? 
T. I try and have different areas, so I’ve got creative, writing, role play…they all interlink but it’s nice to have…I’ve got the maths table over there… so if the children want to follow up on what we have done in the lesson… 
Stevens (2008) identifies the role of the early years practitioner as including provision of enough space and time for children to develop and sustain their interests.  He also highlights the importance of clearly defined learning zones to support the six areas of learning, emphasising the cross curricular nature of these zones,
“Of course and in any case, these areas should not be discrete and separated. There will be links and an overlap between many of them” (p.68).
Elements of this way of thinking about the value of overlapping areas appear in the provision for the fire role play (Annex 2) and also in the class teacher’s views on the organisation of the classroom space. The fire role play extended into the classroom and also into an adjacent room, used primarily as a cloakroom. Another instance relates to the child initiated writing activities which occurred both in the writing area and in the post office located at the other end of the classroom. The class teacher highlighted classroom areas and interlinking though appeared to prefer keeping the identity of the different areas while allowing the role play to spread across the classroom. The Early Years Foundation Stage Principles (2008) also emphasise the role of the learning environment in supporting children’s learning when highlighting “The environment plays a key role in supporting and extending children’s development and learning” (EYFS poster 2008). 

Int. Which is the maths table? 
T. This is the maths table. It’s got some maths activities on it at the moment. You’ve got some money sorting trays for sorting money out, which is currently in the … because we had a shop there this morning. I’ve a sweet shop for them to sort all the different sweets out…put them all in there. We’ve got the weather chart stored on here and some maths puzzles and some shapes for them to come and empty out of the bag and match the numbers. Again this is another free choice activity … they come, if they want to come to the maths table, I don’t direct, “Right, you three go to play at the maths table”… The children come and choose when they want to play with it. 
Int. How does it compare with your ideal for a maths area? 
T. Oh, I’d have sections, I’d have a sort of display unit here… and this would be a maths walk in section, you know and it would have maths all up the wall…. But I can’t have that because I haven’t got the money, I haven’t got the space… 
Int. …It looks a very well-resourced classroom… 
T. It’s very, very well resourced but a lot of the resources are old… and because of the way our school is structured we can’t throw them out… we have to put it to the governors. Unfortunately there is stuff in this classroom that I have never used and I have been here four years. But I can’t be the one that says “I want to get rid of that” because if another teacher was to come into the classroom it’s listed as a resource so the teacher would say, “Where’s this gone?… oh, Miss O’D..threw it out” 
Int. So as they are do you use them or do you just keep them? 
T. No, it (the cupboard) is full, full of games and old videos and old toys that I’m not going to use but can’t throw out because they are listed as a resource in the classroom… 
Int. That’s taking up space… 
T. …It’s taking up space and it’s the same with most of these cupboards as well. I have some literacy games and some numeracy games in that I use…but the majority of it is resources that are …   

  The interviews with the head teacher were prompted by the class teacher’s focus on constraints as I wondered whether there were any broader influences or constraints affecting the Reception class or class teacher. The following extract focuses specifically on the head teacher’s (HT) view in relation to resources.
HT. People are aware that resources cost a lot of money and certain teachers learn to use certain resources and I think all teachers will realise that they have their favourite resources and some of the resources might be bought by another teacher and they are always reluctant to throw those away, and I think that is part of it. And I’m sure that in all classes, not just in a Reception class, there are resources where a teacher might not use them for a particular reason they don’t like them, they don’t think they work, where another Reception teacher would come in and say, ‘Oh, I really like this’, and therefore… you know… we try not …I can understand resources are not necessarily used …
Int. Yes, so they are left in the classroom and take the space up…
HT. That’s the problem… we’re talking… you’re talking about a Victorian building – we have a massive problem with storage space, we have central resources but it’s only very small and so lots of resources have to be stored in the classroom

The head teacher continued by referring to a controversy about whether there should be tables in a Reception class. He acknowledged it was the Reception class teacher’s decision as to how the tables were used but he also referred to the school policy on this.

HT. There is enough chairs to sit on if they wanted to but generally you would find in here the teacher would not have everybody sat down … but there is enough, that’s the policy of the school. Personally I would like to brighten them up, different shaped tables and it’s the image… I would like to and I know the Reception class teacher would like to spend a little bit of money if we had some brightening the chairs and the tables and some of the furniture up

The following extracts identify the head teacher’s views on his role in relation to classroom management and whole school policy regarding display suggesting detachment but general expectations that brings the concept of “loosely coupled” (Orton & Weick 1990) organisation into focus. (Annex 1, podcast 9 develops this theme)
HT. I’m only involved in that I listen to the Reception teacher and what’s going on and my involvement with year one. And I would like to think we make a group… a joint decision but a lot of it is on experience because we’ve got an experienced Reception teacher now… a lot of her decisions or my decisions as a school, is based on her thoughts and professional judgment. Not that I would come in here and say ‘Get rid of all the desks’… I would want to know, if she said that, I would want to know why and how would it affect the rest of the school. I wouldn’t come here and say ‘Get rid of them because it’s the best thing I think we should’ because I know she would be probably against it … so there’s got to be a total trust and professional judgment…
HT. There’s a policy in that all teachers would ensure that displays are children’s work, they are clear, they are changed regularly, they are part of the learning process. Displays don’t have to be finished necessarily… it can be a working display. As you’re covering the topic it builds. That’s how we like to see it. The common policy is that we always like to label children’s work so that they know it’s their work and other people, parents, like to see their work. It needs to be changed regularly so that it doesn’t look tatty and look bright… just to generate… and then there’s the, all teachers… words on the … the particular words they are trying to learn, the numbers they are trying to learn, the particular concepts they are trying to learn as well… and we like to have… then we would have, not particularly Reception, but science, numeracy, literacy, trying to get a mixture of what the children have done.

  The conversation with the class teacher identified several other constraints outside her control relating to the fire door, electrical sockets, location of the radiator and location of the interactive whiteboard.   The Situational Map (Appendix 4) is an essentially messy visual map of anything and everything occurring in the conversation and includes an initial attempt to contrast potential categories (green shapes) and features (pink shapes) e.g. ‘ideals for classroom areas’ contrasted with ‘heavy fire door’. The Relational Map (Appendix 4) identifies connections between Situational Map items and focuses in particular on categories of ‘perceived lack of choice’ and ‘perceived lack of space’. Using the transcript as the data source it is evident that the teacher was aware of influences and constraints which led to a perceived lack of choice and perceived lack of space. For example, she explains how the governors require that old resources are kept in the classroom which uses up cupboard space. This lack of space led to her comments about the maths area falling short of her ideal. The location of the Interactive Whiteboard was influenced by availability of electrical sockets though affected by reflection of light and the location of the teacher’s table was influenced by the heavy fire door - the classroom appeared to be assembled as a jig-saw puzzle with some of the pieces already in place.
  The Positional Map (Appendix 4) is a more speculative attempt to summarise different stakeholder positions e.g. ‘Effective use of classroom space is important for good teaching’ potentially reflects a teacher’s perspective. The ‘Importance of cost effectiveness’ dimension relates to the decision to keep ‘old resources’ that are not being used instead of clearing the storage space and buying new resources as needed. Although typically a relatively small percentage of primary school budgets are spent on resources contrasted with teachers’ salaries, the conversations at the time did not extend to procedures for auditing and replacing resources.
  The reaction of the class teacher to the perceived constraints reminded me of a similar reaction of another Reception class teacher in relation to Information Communication Technology (ICT) and the Foundation Stage Profile (FSP). Both teachers appeared to be expressing a fatalistic view. The focus on ICT and FSP was in the context of the relative importance of the learning environment and the demands of managing the learning environment. The teacher was referring to the sense of being overloaded with Government initiatives, the need to attend courses to update knowledge about ICT developments and the excessive time consumed when completing the FSP. Both teachers gave the impression of helplessness in the face of these excessive demands. I wondered whether I or others would have responded in the same way which leads to a focus on potential strategies for managing conflicting demands. Although the classroom as jig-saw puzzle was a way of responding to perceived unalterable structural features, and health & safety regulations appear dissimilar from power relations related to government strategies, the classroom itself is a product of management decisions which do have a potential regulating affect. For example, in a different early years setting the school had decided to make major structural alterations by knocking down an adjoining wall to convert two classrooms into one larger shared teaching space. It may be that major structural changes had been considered, cost of rewiring regarded as prohibitive, or constraints were not sufficiently obstructive to require action. Actually the reaction of the class teacher, that nothing could be done about it, seemed reasonable though it appeared strange because of the way she lamented her circumstances and was simply acquiescing. I think this is the reason why I identified this event as a glancing impression.
  My initial response was to think about this as an aspect of bureaucracy (Borgatti 2001; Kilcullen 1996) in which decisions affecting individual classrooms were being made at an organisational level to serve the interests of the school as a whole (Appendix 4). However, little progress was made thinking about influences and constraints using this orienting concept, though Johnstone’s (1993) concepts of ‘in-focused’ and ‘up-focused’ aims within organisations dew attention to the contrasting interests of the child and interests of the school, and suggested the potential value of fundraising activities. Some time after this I located an article by Fenech & Sumision (2007) which focused on early-years teachers’ experience of regulation and management strategies from the perspective of Foucault’s disciplinary practices. Fenech & Sumision included an example from their research illustrating how the regulatory gaze led to one early-years setting removing a layer of rocks for health & safety reasons but only because their licence depended upon this. They referred to the rock area as a well supervised play space and regarded the regulations as constraining. The evident helplessness of the Reception class teachers in relation to the storage space (and Foundation Stage Profile/ICT) brought Foucault’s concept of ‘docile bodies’ into view but the teachers’ viewpoint seemed excessively conformist. This suggested possible alternative ways of reacting to perceived constraints and can be understood as part of a broader perspective on constraints and regulations. In particular, Fenech & Sumision (2007) draw attention to 
“…regulatory controls seemingly leading to normalised and privileged technical practices undertaken by disempowered early childhood teachers burdened by increasing regulatory accountabilities.” (p. 109)











3. The pictorial timetable













Mac Naughton (2005) notes performing with language is a process of constructing rather than representing reality, "…through creating social conventions about what meanings should link with certain signs" (p.88). The Derridean postructuralist perspective suggests individual experiential journeys influence personal meanings of words so that their meanings are contingent rather than intrinsic to the words themselves. Laclau & Moufe (Howarth 2000) extend the focus to include engagement with objects, emphasising that whenever objects exist they have meaning as part of discourse The Foucauldian parallel, views discourse “as practices that systematically form the objects of which they speak” (Canella 1999 p.38). These views relate well to the additive process of overlaying meanings through generative divergent analysis (GDA).
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  Derridean postructural analysis involves consideration of binary opposites where one of the binaries typically holds a privileged position. The pictorial timetable suggests order and structure to the day contrasted with the opposite of an unplanned and potentially chaotic view of children doing whatever they want throughout the day. Binary analysis suggests a role for the pictorial timetable as supporting and developing values of independence and independent behaviour of the children by countering the arbitrary rule of the teacher within a discourse of authority. The presence of the pictorial timetable suggests children are able to know what to expect will happen during the day not just because the teacher says so, and when the teacher says so, but potentially in advance and as a point of reference throughout the day. Where the timetable is relatively stable it may be more effective as a counterbalance to the arbitrary imposition of the authority of the teacher. During a visit to a reception class in an open plan early years setting using a child-initiated approach in summer term 2010, the class teacher explained, “The children can play outside all day if they want to.” Different rooms in this early years setting were resourced for particular curriculum focuses e.g. the Creative room, but children were free to spend as much time as they liked in any room, area or activity, apart from the specified literacy and numeracy focused activities. Structure for the day was minimal compared with e.g. the Step By Step approach, which is also child-initiated but more structured, observed in some eastern European countries such as Bulgaria and Romania; the Head Start approach; Playway in India; or compared to more teacher led developmentally appropriate practice rooted in essentialist views of the nature of child development. 
  The theme of independence/interdependence is recognised in the Early Years Foundation Stage (2008) in relation to the Self-Care component of the Personal, Social, Emotional Development area of learning at 1-26 months “Be aware of differences in cultural attitudes to children’s developing independence” (p.37) and developed further by Prochner (2006) who referred to childhood as a social construction and highlighted the different values within Indian society,
“Indian values of conformity and interdependence are reflected in preschools. ‘As against the independent pluralistic society of the West, India is an interdependent society. Feelings of mutual care and interdependence are culturally reinforced and individuality and competition is discouraged’ (Bhogle, 1999: 281)” (Prochner 2006 p.308)
Cannella (1999) takes up the theme of childhood as a social construction from a Foucauldian perspective and seeks to problematise early-years education using the concept of disciplinary technologies, “described as objectifying practices in a culture that would produce ‘docile bodies’” (p.40). This seems particularly relevant to the current preoccupation with the pictorial timetable. The glancing impression is that the timetable was located within the reading area rather than at the front of the class by the teacher’s chair. The positioning of this pictorial timeline is therefore an important constituent of its meaning. Off centre stage, (re the poem) in the reading area away from the teacher’s area suggests a discourse of distributed authority and independence/interdependence. The disciplinary technologies referred to by Cannella include Teaching and Management Methods: the embeddedness of the timetable as part of the fabric of the setting (the ground rather than the figure) is suggestive of the Foucauldian notion of insidious disciplinary practices. This view is developed further by Batycky (2008) who referred to the “linear, scientific mode of the curriculum as an oppressive structure” (p.175). In relation to student-centred classrooms, Scheurich & Mckenzie (2005) also express the Foucauldian view as a “practice of power that is, in many ways, actually more oppressive than teacher-centred classrooms… because the work of this new tactic of power is to imprint the souls of the children rather than just their behaviours” (p. 855). Freire’s (2009) view of individualism as part of the pedagogy of the oppressed would also be worthy of consideration here and also Moss & Petrie (2002) who argued for a postmodern concept of children’s spaces. These views start to suggest the value of personal, social, emotional and citizenship education. The informal ethos is a notable contrast to raised platforms of the Victorian era emphasising the surveillance role of the teacher as authority figure.
  The discourse theory of Laclau & Mouffe (Howarth 2000) focused on concepts of antagonism and hegemony. Such concepts can also generate meanings in relation to the pictorial timetable which is available to the parents who are present at the start and end of the school day. The following transcript illustrates the place of parents and child minders within the setting:
 
Me. (Referring to printed information cards displayed in the numeracy area) Are these meant for the children…?
S. … it’s all about having literacy within the environment, so even though they can’t read it it’s still there… it conveys meaning… it’s important to have it there anyway. But it’s also for the parents so that when they drop their children off in the morning they know what they’re doing and can see the kind of targets we are getting the children to do…
Me. Do you get a lot of parents in here?
S. Yes they all come in with their children. It’s sort of a Stay and Play for about 10 – 15 minutes…
Me. These things (posters on the wall by the door) like Early Learning Goals … and Our Literacy, they are obviously for the adults… I know you mentioned about having ‘words around you’ but…
S. That’s actually for, … it’s a scheme we are trying to set up where … we have a lot of child minders and parents: if they see the children doing something significant at … they can find it and put a sticker on or Post-it on so that it links to …
Me. Is that the yellow sticker…
S. Yes, that’s my one actually. That was Kiian who was doing the scales… but we haven’t had any parents doing it yet but it’s quite new though
Me. How do the children know what they are going to do during the daytime? In some schools they have a sort of picture line or something like that.
S. We were… xxx we are … xxx it’s in the pipeline… xxx we don’t have one yet…!
	(Part of a video interview with a PGCE student during school placement, Oct 2009)
As highlighted by Moriarty (1999) signs, relating to how the school functions, communicate to parents how they might support the school and its aims. This discourse locates parents as clients and consumers rather than as co participants where schools are supporting and learning from the values of the parents, noted with reference to early-years practice in Finland. An element of antagonism is also not far removed from the interaction between schools, school systems and parents. In this regard, Ejieh (2006) noted a conflict of interest between parents and schools in Nigerian Early Years practice, where parents wanted the language of instruction to be English but the official policy was for use of the mother tongue. 
  A different perspective is based on the concept of semiotic resources originally developed by Halliday (1978) and then more recently by Kress and Van Leeuwen (2006). Bjorkvall's (2009) concepts of human-object orientation, interpersonal relations, display and involvement, may also be relevant when focusing on the pictorial timetable as an object within the reading area. Observations of children in the reading area were that little attention was paid by the children to the pictorial timetable (and also as noted above “We were… we are… it’s in the pipeline… we don’t have one yet”). From the point of view of human-object orientation therefore, the displayed timetable seemed higher in contemplative value as a passive object that had become part of the background rather than having immediate use value as an active object, using the ‘human-table’ semiotic model of Bjorkvall. As a semiotic resource the timeline can be interpreted as a ‘support for learning’ (Fig.13). The broader concept of reading includes images and visual literacy rather than just text. The pictorial timetable (arranged in the usual left to right order for reading) can be understood, within its reading area location, as providing children with a broader concept of reading. Other relevant constituents serving the same purpose within the reading area would be posters and even a non-linear text on the computer. 
  There appears to be a variety of practices in relation to the use of pictorial timetables: they are not visible at all in some settings, in others they are located off stage as here or are not in active use, and in yet others they are located by the teacher’s chair where the children sit at the start of the day. Time of year may also be important as suggested in the following conversation with a nursery class teacher at the beginning of the school year, which emphasises that some children may be “nervous or upset about leaving home…” (Nursery class teacher 2009)
Me: When they start the day whereabouts do they start and do they come and sit on the carpet?
T1: Yeah, they start the day by getting their photographs and registering themselves and place their photo on the number. Then they know to come and sit down with their parents, choose a book… and we have about quarter of an hour of parents dropping in time… reading, sharing books. It gives the parents the opportunity to have a chat as well if they want to.
Me: Okay, let’s just move round the classroom… so these are the displays…
T1: (Hurriedly calling me back, suggesting I’d missed something important) Do you want to talk about the timetable as well?
Me:  Yes please..
T1: …because that’s the next thing. After we’ve counted up how many children are here we go onto the timetable. I find that really helpful because the children like routine, they like to know what’s happening next and also the ones that are nervous or upset about leaving home know that home comes at the end…
INT: Oh I see
T1: … yeah, so It’s very useful… I mean I bought it in for a child that had Aspergers but actually realised it’s useful for all the children; they really get on well with it.
                                     (Nursery class teacher 2009)








Design considerations would include the type of graphics and use of text as well as the size of the individual parts of the timeline. For example, where a reading or literacy activity is a scheduled part of the day, the character of the activity communicated by the visual image of a book may be interpreted differently if the visual image includes a child reading a book (i.e. solitary activity) or two children sharing a book. Similarly, gender and race of children depicted in the image may appeal differently to different children. Possibly, where images are very small they may be completely overlooked by most children (and adults) and where very large, as noted in the memo dataset entry above, may act as a supplementary source of authority. The balancing act involves offsetting the time taken to produce the pictorial timeline against its expected value. As the nursery teacher suggests some children may be less secure than others so there might be value in at least some of the children helping with the creation of the timeline. This might be regarded as productive use of teaching time though the quality of the finished timeline might need to be considered. Although ownership of the pictorial timeline would be child centred, if it is to be useful for all children in the class it would need to be of a sufficient standard to communicate intended meaning clearly. 
  The reference of the nursery teacher to the value of the pictorial timeline for those children who are less secure than others has as its obverse side the potential of items of this sort contributing to an over stimulating environment. Items within the learning environment may simply not be noticed because there are so many different items, just as items that have been there for a very long time might lose their appeal. The location of the timeline above the coat rack has the potential to catch the attention of any child when hanging their coat. However, the design and location of the timeline doesn’t suggest this is an area where children can congregate where there is any sense of place as tourist attraction (Auge 1995) i.e. not a place specifically designed for children to interact socially, even though comfortable cushions and reading books adorned the area. This is simply a transition space with helpful signs as in the London underground railway – well signposted for those who are uncertain of their route.
This satellite topic is a good example of the way in which the GDA model encompasses engagement with the original evocative object through overlaying meanings in conjunction with orienting concepts. Throughout the topic the poetic encounter continues to resurface though the emergent themes move away from the object to encounter the classroom as third teacher and include related images from other settings.
4. The partition screen event












The observation and generative divergent analysis








 This observation seemed potentially significant because research suggests that children have well developed preferences for types of play spaces e.g. the preference to play near to walls in poorly equipped school playgrounds (Frost et al, 1998). This is not to suggest that this Nursery/Reception class was poorly resourced but it was noticeably spacious, even to an adult, which might encourage children to gravitate to the edges, despite the furniture including round tables, storage trays and carpeted areas. Several other children were visibly engaged in activities round the edges of the classroom but this was not particularly surprising as several child height surfaces and accessible resources were located adjacent to the classroom walls, while the empty tables were located more centrally. In other settings where location of furniture permitted, and also where the amount of space available was less copious, children had occupied carpeted areas more centrally located as well as playing with resources while seated at tables, moving freely between inside and outside. In another setting with an open plan design, which had more actual physical space, the space had been broken up by dividing barriers and activity areas occupying different parts of the space. The floor merging into the heavy walls and the sense of creative development in process communicated by the children’s 3D work in progress and displays, suggested a continuous interactivity rather than empty space. In the partition screen event setting however there appeared to be a noticeably long walk when moving through the setting – empty tables were visible and children seemed to be consumed by the available space. 
  What specifically attracted attention to the partition screen event was that the two girls appear to have chosen to occupy an undesignated area in preference to the adjacent area, which was slightly sheltered by the bookcase and where there were comfortable cushions for children to sit on but affording less privacy than from behind the partition screen. Essentially this behaviour was occurring in an in-between space. Auge’s (1995) use of ‘spaces’ when referring to hard to name places and the association of the “fleeting, the temporary and ephemeral” (Auge 1995 p.78) with Supermodernity starts to suggest the potential for use of this concept as an orienting concept.
  A few days before the observation and afterwards the partition screen (flipchart) would not have occupied the same space as this was not an area that had any particular identity, history or ongoing relations, which Auge (1995) identifies as the characteristics of anthropological place. It was much more of a temporary transition space and suggests itself as a non-place, though lacking textual indicators and the ‘individual contractuality’ (Auge, 1995) that assigns anonymity to occupancy of non-places. On the right of the partition screen the listening area with cushions and cassette recorder is potentially identifiable as an anthropological place, though where the geometry referred to by Auge was not particularly visible. Canter’s (1977) concept of place as involving activities, conceptions and physical milieu and Tuan’s (1977) concept of place as a ‘pause in the movement’ would be alternative ways of perceiving the partition screen event and listening area, but without suggesting the qualitative differences that arise through use of Auge’s approach. Relph’s (1976) concepts of ‘insideness’ are also potentially useful when valuing the quality of different places. In particular, the concept of ‘incidental insideness’ comes into focus when noting the display in the listening area is not related to the purpose of the area and the partition screen has no directly relevant physical milieu apart from the adjacent wall; ‘existential insideness’ relates to place attachment and this appeared lacking in relation to the listening area. Although Auge’s concept of non-place is not a perfect fit, as an orienting concept it does provide an alternative way of looking at the setting that extends beyond the specific partition screen and is therefore included as a major part of the ‘turning away’ component within the GDA approach developed in the concluding part of this satellite topic. 
  Once the partition screen was recognised as an evocative object my initial associations when ‘turning towards’ the object (Fig.16) were that the children were creating a place that was a semi-private space and that they felt able to transform their physical space in order to do this; I also noticed the wandering around activity and recognised the stopping at a temporary non-place rather than at a designated area.

                                          Fig. 16    
 
  Edwards & Gandini (1998) emphasised the critical importance of space for activities, for constructive exploration and for projects based on the philosophy of Reggio Emilia schools. They highlighted the importance of organized space including the role of the piazza for facilitating communication and valuing children’s ideas, for “engaging them in dialogue and offering tools, materials, and strategies connected with the organization of space to extend those ideas, combine them or transform them” (p.163). They also focused on the value of active space referred to as the atelier or mini-atelier, a creative workshop area, in the context of the constructivist philosophy of Reggio Emilia, and the contribution of space contributing to the particular culture of individual schools. Maybe it is a harsh judgment to say the partition screen was simply left in an unused part of this spacious early-years setting: the available storage space was in a remote location at the far end of the room and the partition screen may have been put to multiple short term uses, though it could have had a general use in between these times and it was encroaching on the cushioned area. Edwards & Gandini (1998) noted with regard to the Diana School in Reggio Emilia, “Everything is thoughtfully chosen and placed with the intention to create communication,…” (p. 163) and the design of the physical setting itself included specific attention to the use of the various spaces 
“None is considered marginal space; for example, the mirrors in the washrooms and bathrooms are cut in different shapes to inspire children to look in playful ways at their image. The ceilings are used as host to many different types of aerial sculptures or beautiful mobiles, all made with transparent, coloured, and unusual material, built by children and set up by teachers…” (p.173).
  Lowry (1993) referred to the importance for social development of providing a variety of private, semi private and public spaces when considering gender differences in relation to spatial density. The value of small private spaces was emphasised, big enough for the children to enter but inaccessible to adults. Spaces of this sort were missing in this early-years setting though were evident in other settings that I visited e.g. a one person mountain tent converted into a reading area big enough for two or three children and a space rocket area big enough to contain one child at a time. Girls in particular tend to prefer “small, intimate enclosures free from intrusions” (p. 48) and engage in more social behaviour in crowded conditions than boys, who tend to be more aggressive. The importance of avoiding extensive open space was emphasised as this can also lead to more aggressive behaviour, more moving around and watching rather than school related activities. Lowry also referred to research studies by Levitt & Weber (1989) and Neill (1982) which suggest aggressive behaviour in preschool children is reduced when the space is broken up by barriers and enclosures.  With regard to the partition screen event, although there was no specific or designated area in the room supporting privacy and seclusion in the classroom (apart from one temporary screened area set up for a specific activity, Fig. 19) there was a home room, which provided a semi-private space away from the main teaching area that teachers monitored from time to time. However, the home room itself was spacious and possibly too large to act as a “stimulus shelter” (Lowry 1993 p. 49) to retreat to. On the occasion when I looked in through the door the children were squabbling about the resources and one boy was actually trying to break the furniture, which led to “Let’s wreck the room” in ‘Our space: a short poem’.  
  The EYFS recognised the challenges involved when noting the need for “Ensuring the indoor environment is ‘homely’ enough to feel comfortable while providing an environment suitable for learning” (eyfs_cards 2008 3.3). With regard to 'overall softness' the Early Childhood Environment Rating Scale (ECERS) (Harms 2005) has a category of 'Furnishings for relaxation and comfort' which focuses on the accessibility and quality of soft furnishings, quality and quantity of soft toys, and cosy area appropriately located. 'Space for privacy' is included as a separate category, subdivided into availability of use during the day and number of private spaces, ease of supervision of this space, the idea of space protected from intrusion.  
  Consistent with the GDA method of approaching experiences from different perspectives, another orienting concept relating to this non-place partition screen event is the concept of relational space: the children were able to provide their own meaning to the area when creating a place for themselves using the partition screen and the storage space adjacent to the comfortable cushioned area. The original coding for this observation was 'ownership' as the children were comfortably changing their environment for their own purpose. The relational space concept appears in the ECERS (Harms 2005) in the minimal rating where "Children are allowed to find or create space for privacy (e.g. behind furniture or room dividers, in outdoor play equipment, in a quiet corner of the room)"(p.16). Ceppi & Zinni (1998) also focused on the concept of relational space in relation to the philosophy of Reggio Emilia schools. In particular they referred to the idea of ecosystem when noting,
“The environment is conceived not as a monologic space structured according to a formal framework and a functional order, but as a place where multiple dimensions coexist - even opposing ones. A hybrid environment in which the space is given shape and identity by the relationships created within it” (p.11).
In relation to the partition screen event this was illustrated very simply by the decision of the children to create a suitable place for their purpose. 

  In the partition screen setting, even where areas were purposefully designed the maintenance and location of the area seemed to be a factor in its effectiveness. One of the listening areas for example (Fig.17), located next to the temporary green and yellow screens in a different part of the classroom, presented the children with a mass of tangled headset wires. It was noticeable that the child in the red pullover, who had wandered over to this area, almost immediately turned and began to wander away again. He seemed to be aimlessly holding and manipulating a small toy as he wandered around. This observation is reinforced by the view of Frost et al (1998) that
“…the physical arrangement communicates a symbolic message to children about what is expected to happen in a particular place. What is expected to happen is related to what is in the space and how these things are arranged and organised.” (p.264)
This wandering behaviour​[2]​ raised the question about the purposefulness of the two girls who had moved the partition screen which now also seemed to be unfocused activity, though potentially part of social development or contributing to the development of peer culture. The code of 'environmental challenge' seemed to fit with these reflections. Certainly the child with the helmet and magnifying glass (Fig. 18) seemed to be purposefully engaged in 'explorers role play', related to the jungle role play area theme that was current at the time: resources had been prepared and children introduced to the theme so the setting may here be seen to have been managed in a way that enhanced environmental challenge. The active space, clearly identifiable as the role play area, did however seem to be localised rather than extended across the whole classroom setting, even though spatial extension might have supported the exploration theme. 
  Interestingly, some of the research (Maxwell 2003; Frost et al 1998; Lowry 1993; Loo 1972) suggests that increased spatial density is associated with more solitary play and less physical interaction with other children. As noted when introducing the partition screens event the immensity of space seemed to consume the children so the setting didn’t appear crowded, though the majority of the available space was the uninviting central region and the dispersed classroom areas. Gump (1987) and Shield et al (2010) suggested non-school related wandering around ‘doing nothing’ was more typical of open design settings. Several examples of solitary behaviour were evident e.g. the solitary explorer behaviour of the child with the magnifying glass, another child who was busy banging a tambourine with a beater, the boy with the red pullover wandering around while holding an Action Man type doll, and yet another child playing alone crawling under a table to retrieve a toy car (“Let’s roll and play, Let’s crawl away” in ‘Our space: a short poem’). 
  Although all of these children seemed oblivious to their social surroundings and the presence of adults, including the two girls who had moved the partition screen, some children were more conscious. For example, one of the children engaged in activities behind the yellow and green screens (Fig. 19) can be seen observing the gaze of the observer. The children behind the screen seemed to find the observer's presence slightly disruptive of their exploratory building activity. This suggested Foucault’s concept of Gaze (Danaher et al 2000; Shawver 1998) as an orienting concept. Lowry (1993) noted,
“Children are expected to learn to respect the privacy of adults, but are not given the right to privacy by adults. They have virtually no time or space that is not prescribed by adults or to which adults can be denied access.” (p. 50)


‘Turning away’ from the partition screen to other signs of Supermodernity
The primary orienting concept for the partition screen event is the perspective of Auge (1995) who used the concept of supermodernity to analyse the human condition in terms of place and non-place. Although the focus of Auge’s account is the world at large with examples taken from airport lounges, supermarkets and motorways rather than school classrooms, this particularly insightful contrast of anthropological place with non-place offers the potential for ‘making the familiar strange’ (Chandler 1992) and for raising questions about the quality of the early years learning environment.  The characteristics of supermodernity relate to ideas of excess, globalisation and the decline of place visible in the concepts of McDonaldisation and homogenisation. Auge’s characterisation is visible through the binary analysis of non-place and anthropological place where the first term of each pair in the following list is indicative of supermodernity: 
	transit – residence, dwelling (e.g. railway station waiting rooms, car and bus); what are the transit and residential areas and what contribution might they make in the early-years setting?
	passenger – traveller (passengers are transported as quickly as possible to the destination whereas travellers, like sightseers have time to stop and explore en route; What opportunities do children have for sight-seeing and experiencing the moment fully? How are transitions between activities and parts of the setting managed?
	interchange – crossroads (social interaction occurs at crossroads and market squares whereas interchanges reroute traffic in order to avoid congestion; where are the routes and meeting places and how are they designed
	housing estate – monument (monuments are places for sharing and commemorating and can also be synecdochic; Are there enduring displays that add character and stability to the setting?
	communication – language. How do signs and notices contribute to the individuality of the specific setting in the larger context of the school?
  The contrasting ‘anthropological place’ is characterised by Auge as having the characteristics of identity, relations and history as well as an identifiable geometry in terms of routes, centres and monuments. 






            
The concept of ‘relations’ is illustrated by the regulated activities occurring in the different classroom areas as well as the broader structural organisation and daily routines. ‘History’ is visible in the changing displays, where some of the displays persist throughout the year and some are current; role-play areas may occupy the same physical location but the themes change over time.   Interestingly Auge notes 
“A paradox of non-place: a foreigner lost in a country he does not know (a ‘passing stranger’) can feel at home there only in the anonymity of motorways, service stations, big stores or hotel chains. For him, an oil company logo is a reassuring landmark; among the supermarket shelves he falls with relief on sanitary, household or food products validated by multinational brand names.” (Auge 1995 p.106)











More broadly, questions of equity and social justice when providing support for inclusion of all children were considered by Mac Naughton (2005) whose approach involved application of Foucauldian methods within an early-years context.  For instance, in relation to the binary independence-dependence, a more dependent child may be classified as exhibiting delayed development though from a cultural perspective different views of the nature of childhood and desirable childhood behaviour are possible (Tobin, Wu et al 1989; also Dahlberg, Moss & Pense 1999). In the binary ‘independence – interdependence’, independent behaviour and supporting the development of independent behaviour is a recognised early Years goal and a potentially totalising force. Developing independence is part of the regime of truth of the Early Years Foundation Stage (2007) although the four key themes recognise the unique child and value the diversity of individuals and communities.
  The partition screen event is one specific instance identifiable as a non-place but Supermodernity is characterised by the proliferation of non-places. Other illustrative examples of non-place add to the developing image. Fig 22, in relation to Auge’s (1995) passenger-traveller binary, provides a graphic illustration of how children can become passengers when moving from their classroom to the school hall. The image of the motorway environment is only one step removed. The yellow line demarks the correct side of the corridor to walk along and there is a noticeable absence of displays to engage the children while en route. 
In relation to the interchange-crossroads/market square binary, the Noah’s Ark display event occurred towards the end of the day at tidy up time (Fig. 23). During the day the interactive display could be regarded as having the character of market square, where children played together. At tidy up time the Noah’s Ark display acted as a kind of traffic island helping to regulate the flow of children as they moved around tidying up, discouraging running and rapid movement (Fig. 24).











The significance of even limited signs of the Supermodern within the early-years learning environment is brought into focus by Relph (1976) who referred to places as ‘profound centres of human existence’ but noted the ‘inevitable spread of placelessness’; by Auge (1995) who commented that “… in the world of supermodernity people are always, and never, at home” (p. 109) and by Ellis (2005) who noted,












  The organisational structure of the satellite topic begins with a focus on three texts as an orienting context and which also provides a foundation for turning away from the evocative object to broader areas of interest. This is followed by turning towards the evocative object with reflection related to descriptive and explanatory themes. Observations of related events are noted throughout as part of the associational way of reflecting. The satellite topic concludes by revisiting generated ideas, including a focus on gender, within the context of conversational learning (Fig. 26).

  Sutton-Smith (1986), adopting a semiotic approach to investigating the meanings of toys, identified family, technology, education and market place as the  main contexts within which toys have meaning. Each context was associated with a central focus and matched to several play ideologies. The connotations for each main focus and play ideology were explored. For example, the main focus for the family context was ‘intimate relationships’ (p.245) and the ideologies were referred to as ‘play as childishness’ which “engenders that discontinuity between child and adult which is still so much a part of the modern scene” (p.226), and ‘humanoid projection’ in which children can take “pleasure in large soft or humanoid creatures upon which one can project one’s own feelings or conflicts, particularly those involving the need for relationship and consolation” (p.238). Connotations within the family context included gifts, loneliness, obligation, consolation and solitarization. The main focus for the education context was referred to as ‘growth and progress’, the play ideologies were identified as ‘useful vs. useless’, ‘idealization’ and ‘imagination’ and connotations included learning, work, achievement and persistence as part of an extended list. The other contexts, ideologies and connotations were explored with similar depth and clarity, and encompassed within a broad historical perspective that supported the view that toys are “intimately related to many larger cultural patterns” and have “their own impact in myriad ways” (p.253). 
  Fleming (1996) also adopted a semiotic approach in his study of toys as popular culture. He included vivid accounts of a wide range of narratives relating to toys such as Power Rangers, Transformers and Teenage Mutant Ninja Turtles as well as focusing on other toys such as Barbie dolls and Action Man dolls, contrasted as metonymic and metaphoric. He identified four themes as ‘young womanhood’, ‘animals’, ‘the machine’ and ‘video games’ as boundaries of a semiotic system of toys in terms of  dimensions of organic – mechanical and rigid – non rigid. Within this system he located a semiotic square where the Barbie doll represented a form of ascetic play (the constrained emotions form of play), Ninja Turtles were referred to as a form of orgiastic play (the indulgent mud covered child form), video games as non-ascetic and Transformers as non-orgiastic “creating representations of both a total and endless war and a mechanisation of everything which says there is no room left for soft sentiments of community and connection” (p.146). Toy narratives were seen as enabling children to come into contact with and manage the socio political themes characterising the human condition. Fleming’s location of male identity at the centre of the semiotic dimensions required further explanation, for example when referring to intertextuality in relation to the Barbie doll and when referring to the Picard toy from Star Trek, without reference to Voyager’s captain Janeway. However, Francis (2010) also noted the normalisation of the centrality of males when analysing toys and other resources.
  Francis (2010) referred to Bratz dolls as the more recent fashionable, ‘cool’, “sexualised hyper-femininity” (p.331) equivalent of Barbie and Cindy dolls. She also drew attention to the focus on action and speed in the packaging for toy cars and the gender stereotyping of Power Rangers and the mainly male Thomas the Tank railway engines. The favourite toys of 3-5 year old children in her small scale study were characterised by nurture and feminine interests for girls and “action, construction and machinery” for boys (p. 331). Didactic information and skills development related to the curriculum, mainly focused on construction and technology, were identified in most of the boys’ favourite toys but were regarded as absent in most of the girls’ choices. However, the girls’ references to skipping ropes, musical microphones, computer, books and dolls still appeared to have curriculum relevance even if lacking ‘didactic information’. Francis emphasised that toys position children within gendered discourses such as that of ‘female care’ and that of ‘the importance of appearance and aesthetics for girls’ (p. 337); boys, on the other hand, are positioned within a discourse of ‘action’. Francis concluded that her findings support “the idea that boys and girls are being inculcated to different gendered worlds due to their distinctive gendered consumption of toys and leisure resources” (p.340) 

Reflections on the toy car event 










                   





The poem was written during the initial identification of the toy car event as an evocative object while noticing the extended concentration of the children.

  Using Mason’s (2006) reference to intellectual puzzles as an orienting concept the question of what was being observed, what was actually happening, can be considered speculatively as part of a ‘descriptive puzzle’. Reflection on the behaviour of the Reception class boy (Fig. 25) raised the question of whether what was observed was actually play. Play typically involves make believe, pretending, performance and imagination (Sutton-Smith, 1986) but these characteristics appeared absent during this observation. Nelson (2011) noted that whereas girls typically ‘play with’ their toys, boys tend to ‘play through’ them and this was clearly also not happening. The boy was observing closely and trying to fit a container onto the back of a small toy car and the two year old girl seemed infatuated by the spinning top. Andrews (2012) reviewed different concepts of play including Hughes’ taxonomy and also Hutt’s taxonomy which suggests the observed behaviour was a form of exploratory or epistemic play. Intense concentration and deep involvement are also associated with play activity and both children in the poem were deeply engaged and in what Csikszentmihalyi refers to as the ‘flow’ (TEDtalksDirector 2008).
  The toy car on closer inspection was identified as a truck rather than a car. Is it significant for the interpretation of the event that the observation misperceived the truck as a car in the first instance? The truck itself was a miniature replica of a real truck rather than a stylised toy truck or toy car. This therefore had the appearance of a more traditional type of toy, a collector’s item, complete in itself but not part of any particular narrative as happens when toys are based on TV or comic book heroes (Fleming, 1996). Was the intricate detail well matched to the four year old’s discriminatory ability or would a more interactive model with “movable or removable parts (aside from wheels), operable features, or construction elements, which demand technical skills of construction and manipulation” (Francis 2010 p.333) have provided for a richer experience?  Thinking about affordances of toys in relation to curriculum knowledge suggests the authentically detailed truck might support developing classification of types, as well as scientific concepts such as push, pull, circular motion and axles, and also role play activities.
 Approaching this observation as an explanatory puzzle evokes meanings related to the behaviour setting, the affordances of the toy and the character of the child. An interesting aspect of this observation, supported though not specifically encouraged by the child initiated approach to learning, was that this activity as well as my other observations of children playing with toy cars was identifiable using Rubin’s (2001) Play Observation Scale as either solitary or parallel play. For example, an observation of a Reception aged girl playing in a group of other children was marked by a distinct solitary interaction with a toy car. On that occasion the children were standing round a circular table with a car track set out but the girl was ensuring that another child didn’t interfere when she was attaching a trailer to a car saying, “NO, I’m not playing with you” in no uncertain terms as she maintained focus on the assembling. Rubin (2001) referred to child development models suggesting functional and solitary play are the earliest forms of play and parallel play occurs as the modal form in children until about 3.5 years old, prior to associative and cooperative play. It may be significant that the child in the toy car event (Fig. 24) was a Reception aged child who was over four years old. Coplan et al (2001) identified frequent solitary-active behaviour involving pretence or dramatization as a sign of potential maladjustment to the learning environment. However, Rubin (1982) reported that between 40% and 60% of the nonsocial activity of preschool- and kindergarten- aged children is constructive or educational in nature” (p. 651) and the Reception aged child of the toy car event didn’t appear at all anxious or withdrawn. In particular Rubin’s research findings endorsed the view that parallel constructive play is associated with good performance on impersonal as well as social problems, with peer popularity and with “teacher ratings of social competence” (p. 651); and solitary constructive activity was referred to as having no significant positive or negative correlations. Sutton-Smith (1986) drew attention to the affordances of toys suggesting that some toys are more suited for supporting interpersonal behaviour e.g. role play costumes and games, just as some toys may be more appropriate for developing spatial or logical reasoning. Sutton-Smith also suggested that when parents give toys to their children to support family bonding, the gifts come with the expectation that the children will go away to play with them by themselves. Although solitary behaviour may allow for extended application supporting higher levels of achievement, the educational value of toys within schools also includes the support toys can provide for collaborative play. 
  A related aspect of the toy truck event was its location between two screens, providing separation from the main walkway. The effect was to provide just sufficient space for the boy and the car track, a sort of secluded recess. Other areas with more space were also part of the setting. The spatial layout of the setting was able to support different types of behaviour including the sustained application that becomes possible in the semi-private space of alcoves of this sort. The physical setting itself effectively starts to take on the character of zones of proximal development when its different physical structural characteristics are utilised as part of the learning process in this way (Lippman 2002, 2004).
  In this instance, although the child’s home background is not known e.g. in relation to toy preferences and solitary behaviour when playing with toys at home, the affordances of the toy truck are compatible with the solitary constructive/educational behaviour that is typical of pre-school behaviour (Rubin 1982). The physical characteristics of the semi-private alcove and the paradigm of choice underpinning the child initiated pedagogy also support the extended concentration that was evident. 

Conversational topic
  Baker et al (2002) developed a model of conversational learning incorporating dialectical processes based on Kolb’s (1984) experiential learning cycle. The model includes the dialectical process of ‘epistemological discourse’ and ‘ontological recourse’. The former is referred to as a linear process where new ideas and concepts are generated in conversation; the latter as a cyclical revisiting process where “ ideas and concepts acquire new meaning as individuals return to the same conversation to question and inquire about their experiences anew” (p.12). An opportunity for conversational learning arose when supervising a PGCE student in a mixed Reception/Yr1/Yr2 class in a small rural primary school. Prior to the visit I prepared a list of prompts based on ideas generated within the satellite topic to help maintain the focus of the conversation with the student teacher (T1) and class teacher (T2). The intention was to support the generative process by building on ‘pre-visit’ reflection during the conversational ‘discourse’ while avoiding the ‘status/solidarity’ effects referred to by Baker et al (2002). The conversation lasted 15 minutes and was recorded using an ‘Easi-Speak’ sound recorder. Extended extracts from the conversation are included in italics below in order to illustrate the development of the ‘toys’ satellite topic:


Int. What comes to mind when you think about toys? 
T1…. About childhood, things I used to play with …. Like Lego… like cars for the boys… teddy bears and those sort of things
Int. so do you think cars are boys’ toys? [Question prompted by T1’s ref. to cars for boys]
T1… I tended to play… well I had older brothers so I played with the cars and such… I didn’t really have dolls so much because I didn’t like them but… I think how you get brought up, depending on your parents and stuff like that and where you live… I think that affects the toys you have [Seems to relate to Sutton-Smith (1986) focus on cultural patterns but not pursued in the conversation]
T2. … In the classroom, we have in the Small World area… the children like to play with the dinosaurs and the people and the building and they bring it all together. But it’s funny actually, observing children … mostly it tends to be the boys, more construction toys. However you do get the one or two girls who like to go and play with that as well but…
T1… the girls like the farm area a lot … and the zoo. A lot of the girls like the model farm and they get the animals out… and if the girls set it up the boys will come over and join in. But they all seem to really play and get involved around the boat. It seems to be a very neutral toy. They all join in and Lego.
Int. Is that boat part of a project or anything? (approx. 2/3 metre in length)
T2 No, it’s just in there for them to play with. They have a lot in the role play area also …the toys - the dolls and the prams. They are not like a toy but they are what they use to play. But we have a mixture of boys and girls in there. They like to play real life play.














Int. Have all these toys always been here or did you buy any of the toys? [This question was prompted by the Opportunities and Constraints satellite topic]
T2. A lot of them were here already. However we’ve had some since. I mean like the Small World play … we’ve got the dinosaurs, little people… things that children have shown interest in … asked for
Int. So that’s the way it starts – the decisions to buy new toys?
T2. Yes… we’ll get some more in. More animals - We had a lot of trouble playing with the farm and asking for different animals so we got some more of them in for children to play with
Int. What about the TV? Are there any toys that have been influenced by TV programs or anything like that? [Prompted by Flemming 1996]
T2. We don’t have a lot related to TV programs actually. Children do bring in toys … favourite toys related to TV programs but we haven’t got any in school actually, no.
T1. We have Show and Tell on Mondays where they are allowed to bring in something they want to talk about but I don’t think they have ever brought in anything related to TV … it’s always been they’ve had a toy frog or a key ring that they’ve won or something like that …
Int. About the value of toys - Would you ever consider throwing any toys away? [This question was prompted by the Opportunities and Constraints satellite topic] 
T2. We do have sort outs but we never really throw anything away. Sometimes we’ve swapped toys with playgroup before so the children have had different toys in the classroom and they’ve had different toys in there, but no we don’t tend to throw anything away. I think the children would be very upset if we did.
Int. Do you think toys have any educational value?
T1. Definitely, I mean if you sit down and actually observe the children playing with the toys… their experiences come out, the relationships… good for social development and also in a PSHE lesson or SEAL if an issue had come up, you know such as bullying or unkind behaviour we can use puppets or toys and teddies to bring that out… talk through them so not real personal so that definitely comes out. But I think as well …creative with the toys
T1. And models they make with Lego… whatever they make in free play… we keep them for a week and usually make photos of them and it goes in their books and we write a little explanation of what they built and what they said to us so we keep a record of how they are developing
T2. They are very descriptive … telling us what they’ve made
Int. Do children always play together with toys or do they also play by themselves?
T1. Most of the time they play together … You get the odd one or two when you see them on their own,… they’re fine…they’re quite happy sitting there and their concentration… If they were sitting doing a piece of work, they could easily get bored within five to ten minutes. But if they’ve chosen a certain toy and they are playing with that toy then their concentration is unbelievable. You could just sit and watch them forever.
Int. Do children always play with toys in the same way? [Prompted by Francis, 2010]
T1. No, not really, for example when they are playing with the Lego or any construction toy... they are building spaceships, sometimes boats, so not all the same. Sometimes I encourage children to play with different toys…
Int. When they are building something, is that play?
T1. It is playing but I mean they are learning through play. They are learning a lot – social development, sharing, working together as a team, ideas, creative ideas… It is play but they learn a lot through play I believe
Int. I’ve watched children playing with toy cars but they weren’t so much doing make believe or pretending… they were actually trying to examine them closely…
T1. It’s amazing what it is they get through play really isn’t it? I mean we were in the sand area outside with the sand tools and there was a couple of Reception children and Year 1. If you weren’t listening to them you’d think they were just playing in the sand but actually we were observing them and they were actually working in an ice cream factory and they had different stations in a factory. One of them was making cream and they were going to the next bit to put flavouring in… so they understood a lot through just playing with the sand and they had their own imaginations so…
Int. Have you noticed differences with boys playing with some toys and girls playing with other toys? [Prompted by Brown & Jones 2001]
T1. The boys tend to go for the cars and the construction. However you do get the odd couple of girls who want to do that as well and join in with that, don’t they. The girls tend to go for the dolls (T2. Drawing…), the prams or the drawing…
Int. With the dolls, do you have any suitable for boys like Action Man or anything like that?
T1. Yes we do have… no actually we could do with some more… but we have got the little people they play with in the Lego and things like that… but we could probably do with some more. But again you do get boys going into the role play house and playing with dolls and pushing prams so you do tend to get boys going into that area but you get a bit of a mix
T2. We never say girls have to play with this or boys have to play with that. They are allowed to develop and play with whatever they want. If they want to become their mum for that day you just let them and some of the girls might say ‘I’m dad’ and that’s how you go along. You just take on what they say…
Int. I’ve seen that myself when the boys have been pushing a pram
T1. And they like dressing up as well don’t they…
Int. Age appropriateness – are there any toys that are meant specifically for this age group?
T1. Well it’s funny actually… any toy is suitable for any age in this classroom really, there is nothing just suitable for one. But also when class two, which is key stage 2 (aged 7-11) – sometimes they’ve come down to work with the younger children for whatever reason… and they’ll go straight for the toys. They love actually playing and I think right up to the age… well whatever age … they still learn through play and playing with toys and they’re quite happy to come down and play with the toys
Int. When they play with the toys do they play anywhere in particular?
  Although several of the themes appear as simple extensions of the satellite topic, a major theme within this conversation was toys and gender where it was noticed that boys and girls tend to play with different sorts of toys though there are also occasions where the gender boundaries are crossed. The view expressed was that although not actively encouraged, this was allowed and any child could become mum or dad for the day if they wanted to. The class teacher also recognised the potential need to extend the range of toys i.e. in relation to dolls though this appeared as quite a low priority since both boys and girls already played with the prams. Within an environment underpinned by a pedagogy of choice that forms part of child initiated early years practice, should boys be prevented or actively discouraged from engaging in expressions of male domination through forms of gendered play? Should boys be actively encouraged to play with traditionally girls toys to develop caring behaviour whilst encouraging girls to play with construction materials and in a more physically active way? Brown & Jones (2001) offer the reasonable suggestion that this merely provides temporary membership in the opposing gender category and that a more effective strategy is to explore the contradictory nature of gendered roles. For example, rather than stop boys playing with make believe swords, a mini project on Vikings was initiated. During this project the children became aware that Viking men also made and wore jewellery and wrote poetry and consequently were able to develop a more extended notion of masculinity.

  This conversational form of the satellite topic illustrates the value of the Creative Analytic Paradigm (CAP) as a quality of experience. It exemplifies the idea of contributing to and increasing the complexity of the everyday professional conversation. Brown & Jones (2001) express a related view when considering the potential impact on practice of their ‘critical pedagogy’ methodology, comprising reflections on anecdotes and ‘initial interpretations’.
“For me, the notion of behaving differently is caught up with wanting to resist resolution which merely repeats previous actions or strategies. Rather, I enter the next situation with residues of past experiences and it is these traces which prevent me from feeling complacent or satisfied with aspects of practice.” (p.140)
The conversation itself was not aimed at proving or confirming anything but rather took the form of a sharing of experiences, suggesting questions and raising awareness of potential decision points. Driven by the motivation of contemplative reflection rather than by the urgency of a specific research question the value of experience within the CAP includes the pervasiveness of the generated meanings in consciousness.


Chapter 7: Towards the idea of ‘generative social research’

Introduction to generative social research
  Even a cursory review of literature in the area of categorisation theory is enough to recognise that this is a difficult and complex topic. Nonetheless it is important to be aware of categorisation issues when considering the idea of generative research as an alternative basic or superordinate category. The idea of category levels for research methodology was suggested by Lakoff (1987) when referring to Rosch’s example of ‘animal’ as superordinate, ‘dog’ as basic and ‘retriever’ as subordinate in relation to the study of basic-level effects. In relation to research methodology the concepts would be ‘type of research’, ‘research paradigm’ and ‘research design’. The concept of research design would be identifiable as a subordinate category, research paradigms as basic categories and research type e.g. qualitative, quantitative or generative research, as the encompassing superordinate category.
  Dey (1999) emphasised that categorization of research is not a simple process of using concept indicators to identify category membership. Although classical rule-based approaches aim either to identify attributes that are necessary and sufficient or, less precisely, assign items to categories where one or more attributes are possessed, in practice it may not always be possible to establish clear and unambiguous rules or boundaries. An illustration of this difficulty is provided by Harnad’s (1987) rule-based approach to categorization which recognized the influence of context on meaning and the potential need for constant revision in light of encounters with undiscovered attributes of the object. From this perspective categorization is a process of approximation which involves
“…continually updating the categories in accordance with the constraints and contingencies of experience so as to yield an approximate match that is adequate for the sample of categorization problems we have faced to date…” (p. 539)
The approach of Medin & Brasalou (1987) included consideration of prototypes and exemplars and recognised that not all items within any particular category have the same membership status in terms of typicality. The ‘prototypical’ example has features abstracted from experience that make it exemplary and category membership items are regarded as having a ‘family resemblance’ (Wittgenstein 1967) to the prototype 
“…category membership does not depend on the ownership of a set of shared properties but on the evaluation of the resemblance of the candidate to a particular exemplar, clearest case, or best example of the category, called a prototype, or to a set of these exemplars.” (Poitrenaud et al 2005 p.152)
Objections to the theory of prototypes, including the dependence on context of the similarity concept involved with family resemblances, led to Lakoff’s (1987) idealised cognitive model and focus on ‘prototype effects’. Although prototype effects are contested by Vervaeke & Green (1997) they appear to have adopted a more positivist position which appears to be at odds with the more postmodern way of thinking of Lakoff. For example they refer to his theory as unscientific and are critical of his concept of motivation,
“Lakoff placed his theory squarely beyond the bounds of science; every possible refutation can be explained away by a lack of motivation.” (p. 69)
  Lakoff’s approach to categorization in which ‘motivation’ is a cultural concept related to the extension of meanings in terms of ‘idealised cognitive models’ (ICM) (“oversimplified and culturally shared preconception of what something is like and how it proceeds” (Maclaury 1991 p. 62) seems to have more in common with semiotics than with realist science. Also, categories resemble folk taxonomies through being structured as chains i.e. ‘w’ and ‘x’ may have a common attribute so are grouped together in the same category;  however ‘y’ may also be grouped with ‘w’ and ‘x’ in the same category because it has a common attribute with ‘x’ (though not with ‘w’); similarly ‘z’ may be included in the same category as ‘w’, ‘x’ and ‘y’ because it shares an attribute with ‘y’ or with ‘x’ and ‘y’ but not with the other members of the category. From this point of view it is possible for category members to have few if any particular attributes in common. Furthermore category membership is regarded as a form of ‘more or less’ consistent with the concept of fuzzy logic (Dey 1999; Vervaeke & Green 1997) rather than the dichotomous ‘is or isn’t’ that relates to rules and boundary definitions of classical categorisation theory. The concept of chaining therefore offers a way of understanding typicality. Furthermore, although the concept of motivation does not particularly address the problematic nature of context when judging similarity and family resemblance, it does support the postmodern idea of multiple perspectives. 
  However, the idea that categories do not have a common conceptual core has not gone unchallenged. Poitrenaud et al (2005) developed a perspective related to both classical categorisation theory and conceptual coherence theory based on perceived relations between properties. Furthermore, Vervaeke & Green’s (1997) scathing critique of Lakoff’s theory of categorisation included a rejection of the need for fuzzy logic to explain prototype effects. Moreover, Maclaury (1991) also noted that the need for prototypes had been questioned because of the suggestion that appropriately formed definitions could be sufficient.
  In view of the complexities associated with categorisation my approach is to consider existing forms of research that have some resemblance to a cognitive model of generative research originating in the Creative Analytic Paradigm. This approach will begin the process of giving identity to the category of generative social research. To be clear, forms of research do already exist labelled as generative research particularly within design education but also within quality management. However, these forms of research typically incorporate a generative stage within a larger research design. In these forms of research the generative stage tends to be exploratory and instrumental. Given the significance of generating design ideas within product development the idea of generative research seems to be an appropriate designation. Although the concept of generative social research within the general domain of social research seeks to be more encompassing, identification of these more specific forms is relevant to developing an understanding of the more general concept.
  Generative research occurs within design education as projective techniques to elicit creative thought and expression. From this perspective the larger research design takes its name from the generative stage which is instrumental for product development. In particular, Sanders (2001) refers to the use of scaffolding to support people creating their own experience as part of a participatory design process. Participants are presented with ambiguous physical stimuli e.g. construction and collage materials which they use to express their ideas. These ‘make methods’ of data collection, as they are called, supplement listening and observing methods as a phase in the research design for a new product.
“When all three perspectives (what people do, what they say, and what they make) are explored simultaneously, we are able to understand the experience domains of the people we are serving.” (p. 4)
Hanington (2007) develops the generative research model more specifically by identifying three stages: exploratory, generative and evaluative. As is typical of exploratory research, the exploratory stage seeks to establish a knowledge base and empathy with the potential consumers of the product; the generative stage “is a more focused effort targeted at a deeper understanding of user needs and desires, and concept development through participatory design activities” (p. 3); the evaluative stage tests the generated designs against user expectations.
  It is worth noting here that within the Creative Analytic Paradigm (CAP) the concept of evocative object resembles the ambiguous stimuli of the ‘make methods’ within the generative stage of design education research. However, evocative objects are acted upon through intellectual rather than physical manipulation, and require the development of a state of mind that facilitates multiple interpretations. An additional point here is that although the CAP is not a phenomenographic  mapping of the outcome space (Marton 1986; Uljens 1996), the generation of ideas is still much more an end point than an intermediary stage.
  Simon et al (1996) and Sohal et al (1996) reported on theoretical considerations and practical examples relating to what they refer to as a generative research method in the context of quality management. They describe the method as including three phases: generating crucial concepts, elaboration of themes through open-ended interviews and collecting the data. The first stage in particular resembles exploratory research insofar as it involved “literature review, participant observations and interviews and content analysis of relevant documents” (Simon et al 1996 p. 34) to generate concepts. The objective was to allow the
“…target population free rein to generate the key concepts on good management practices that would guide the construction of a measuring instrument which would then be used to investigate these concepts in a full research study.” (Sohal et al 1996 p. 75)
Within the more general concept of generative social research the source of the generated concepts and ideas would potentially be unbounded. Ideas and concepts may originate in the experience of the researcher through interaction with the interpretive objects; they may be suggested through conversations or interviews with participants; or multiple meanings may even be imputed to inanimate objects. The specific paradigm and/or research design would determine the parameters for the originating source and methods for generating ideas and concepts. This way of thinking suggests that the general idea of generative social research may either be a form of or related to exploratory research. This is considered in the next section.

Exploratory research
  Stebbins (2001) begins his consideration of exploratory research by focusing on the definition of ‘exploration’. The most general meaning is “to study, examine, analyse, or investigate something” (p. 2). A more specific meaning is “to become familiar with something by testing it or experimenting with it (p. 2). Stebbins refers to this as ‘innovative exploration’ and notes the aim is to identify particular effects e.g. when an artist mixes colours. The meaning of exploration also includes “to travel over or through a particular space for the purpose of discovery and adventure” (p. 2). This is referred to as ‘exploration for discovery’ which is open ended and broad in scope. Stebbins final sense is “to examine a thing or idea for diagnostic purposes, to search it systematically for something” (p. 2) which suggests the item is already known but is being searched for. This is more closely connected with confirmation rather than exploration. It relates to the deductive tradition in research whereas exploration relates more directly to the inductive tradition (Blaikie 2000). In light of the consideration of meanings of ‘exploration’ Stebbins defines social science exploration as
“…a broad-ranging, purposive, systematic, prearranged undertaking designed to maximize the discovery of generalizations leading to description and understanding of an area of social or psychological life.” (Stebbins 2001 p.3)
Exploratory research is not exclusively concerned with collecting qualitative data as quantitative data in the form of descriptive statistics may also help the researcher gain familiarity with the area of study. Stebbins (2001) maps the transition from induction to deduction as the researcher moves from exploration to prediction and model building. Insofar as exploratory research is part of this larger research process it does not lead to conclusive results in its own right though is regarded as more useful than ‘pure speculation’, ‘serendipity’ and ‘unsystematic discovery research’ (p. 40) and gains increased validity when concatenated with other exploratory research studies. 
  McDaniel & Gates (2010) caste further light on the nature of exploratory research when referring to it as a preliminary form of research aimed at clarifying the research problem and identifying significant variables. They identify several types and forms of exploratory research including “pilot studies, experience surveys, secondary data analysis, case analysis and focus groups” (p. 44), the latter being concerned with utilizing group dynamics to generate thoughts and comments. As a constituent of marketing research, for example, McDaniel and Gates (2010) identify both descriptive and causal research designs including surveys, observations and experimental designs. Further examples of exploratory research include Johnstone (2007) who focused on social interaction problems based on a small sample of children in a school for 3-13 year olds. Rather than impose any preconceived agenda, pupils and teachers identified the issues that concerned them by responding to elicitation tasks which “required generation of suggestions, following reflection on experience.”  The research study contributed to a continuing professional development (CPD) process and implications for teachers, school managers and practitioner researchers were identified in the form of questions for practitioners and ideas for developing practice. Another example of exploratory research was reported by Sanders (2001) who focused on the views of fathers and early-years practitioners related to the fathers bringing their children to the early-years setting. The authors noted that, “As usual in this kind of research, the investigation opens up many areas for future development”.  
  Stebbins (2001) refers to exploratory research as positivistic because it is nomothetic i.e. focused on producing valid generalizations rather than ideographic i.e. focused on the interpretation and understanding of unique events “where no generalization beyond the object of research is intended” (p. 11). The location of exploratory research within the positivist tradition is of interest because Stebbins refers to the development of grounded theory as an outcome,
“…the main goal of exploratory research is the production of inductively derived generalizations about the group, process, activity, or situation under study. Next, the researcher weaves these generalizations into a grounded theory.” (p. 6)
However, although Stebbins makes several references to Glaser & Strauss’ (1967) ‘Discovery of Grounded Theory’ and Glaser’s (1995) ‘Grounded theory’, grounded theory is a more holistic process than Stebbins’ suggestion that theory generation occurs after the collection of the data. Also, the illustrative examples provided by Stebbins draw attention to representative and purposive sampling rather than the theoretical sampling procedure and the constant comparative method (Coyne 1997). Furthermore, recent developments in grounded theory have sought to move grounded theory round the postmodern turn (Clarke 2005; Charmaz 2006). One of the implications of the constructivist view of grounded theory is the belief in “diverse local worlds and multiple realities” (Charmaz 2006 p. 132) with the consequent elevation of the ideographic element. Nonetheless, grounded theory has retained its character as a method which leads to plausible accounts rather than being a verification method (Glaser 1992) and retains its focus as a method for generating theory. 
  Although the postmodern turn marks a major change within grounded theory, the generation or construction of theory as plausible accounts grounded in data is an exploratory process. Also, the ongoing analysis of data, generation of ideas and theoretical sampling process suggests exploratory activity is an integrated component of the grounded theory methodology. From the point of view of the connection with ‘generative social research’ it would seem to be of limited significance whether theory emerges from the data itself or is constructed from interpreted data, as long as multiple interpretations are admitted. What is more significant is the view that, “exploration aims to generate new ideas and weave them together” (Stebbins, 2001, p.9), “the accent in exploration is forever on the inductive generation of new concepts and empirical generalizations” (p. 9) and “these materials can be juxtaposed to generate new ideas born of the contrasts that sometimes appear. This is the ‘sociological imagination’ at work” (p. 24) (emphasis added). A prospect for developing grounded theory within generative social research would be the potential for generating alternative theories from the same data or research focus.

Critical pedagogy
McLaren (2009) drew attention to the multiplicity of different forms of critical pedagogy but recognised major themes and concepts permeating the discourse. For example, he emphasised the focus on Habermas’ concept of ‘emancipatory knowledge’, themes of hegemony, ideology, relationship between power and knowledge and how social reproduction occurs.  Kincheloe (2011) emphasised that teacher research is a key component of critical pedagogy. The specific approach to research referred to by Brown & Jones (2001) as ‘critical pedagogy’ originates in a range of perspectives including those of Sassure, Derrida, Habermas, Gadamer and Ricoeur. The modernist conception of an ideal to be strived for, expressed in terms of improved practice and the ideal of the ‘good life’ supported by Habermas is questioned with reference to Derrida’s concept of deferment and difference. The Sassurian notion of text gaining meaning in relation to other texts rather than having meaning in its own right is also noted. As such the critical pedagogy of Brown & Jones is a form of postmodern thinking which emphasises possibilities rather than certainties. The methodological approach is based on the “centrality of the writing process rather than any supposed research process” (p.8) and involves the practitioner researcher in the “construction of self in relation to the professional/social context” (p.78). Practitioner researchers utilising this critical pedagogy approach begin by producing written reflective descriptions of their practice,  although Brown & Jones problematise intentionality and starting points,
“…we also wish to problematize how we understand the commencement of any research enterprise and suggest that we cannot easily define a starting point from which we can simply map out a possible future as a continuation of a singularly defined past. Events as depicted in any particular piece of writing can always be revisited and reorganised in relation to each other…” (p.65)
 The written descriptions are produced as responses to past action as well as future orientation and sources of further writing. The ultimate meaning of any of this descriptive writing (also understandable as reflective diary entries) is never finally fixed but always deferred and open to reinterpretation as part of a circular hermeneutic process. Brown & Jones distance themselves from better world perspectives and also from Gadamer’s cultural immersion perspective in favour of Ricoeur’s emphasis on the role of narrative in the construction of time,
“As such, research becomes the instrument through which we build and understand our practice, not to reach some higher plane of perfection, nor to be more in touch with where we are in life, but rather to make explicit a reflective constructive narrative layer that feeds, while growing alongside, the life it seeks to portray.” (p. 69)
  Brown & Jones (2001) regard critical pedagogy itself as an alternative to action research, which they regard as underpinned by Habermas’ problematic model of communication and which they also regard as reversing rather than dissolving oppositional dualisms e.g. practitioner researcher/technical rationalist research.  Although recognising that poststructural thinking is opposed to accurate and certain definitions they explore the concept of ‘critical pedagogy’ by focusing on each of the terms in turn. ‘Pedagogy’ was chosen because it is a less familiar term than the considered alternative ‘teaching’, as it draws attention to the process of knowledge production and because it suggests the interrelationship between teacher, learner and the knowledge they produce. Within critical pedagogy these intersections lead to “destabilisations of assumed knowledge and in so doing create space where it may be possible to rethink thinking” (p.101). ‘Critical’ resonates with critical theory and notions of empowerment and emancipation, including aspects of the critical theory of Habermas.
  Critical pedagogy suggested itself as a candidate for inclusion within the concept of generative social research from reading Jones account of her critical pedagogy research (Brown & Jones 2001) which focused on the issue of gender in the early-years nursery classroom.
“I make no claim that the extracts I use are attempts at describing reality. Rather, they are initial writings, or what Derrida (1978: 292) refers to as ‘active interpretations’ which were prompted by something/s occurring.” (p. 132) 
This clearly appears to resemble use in the creative analytic paradigm of ‘evocative objects’ and ‘glancing impressions’ (which Jones refers to as ‘remarkable moments’ p.140). A further point of contact appears in Jones concept of ‘bafflements’ which is preferred to the concept of ‘understanding’ since her deconstructive approach seeks to open up meanings as questions rather than as secure answers.
“The writing, because it will remain open-ended, will beg further questions and this is what matters, So, while ‘bafflement’ may be a somewhat incongruous position to adopt in a research project, nevertheless the suggestion is that it is potentially creative.” (p.134)
Jones elaborates the concept of ‘bafflement’ by emphasising the role of rethinking established teaching practice. The process of deconstruction through revisiting is regarded as being able to “invoke and provoke potential meanings and/or different perspectives” (p.135). The intention is not specifically to change so much as question practice as part of a responsible approach to deconstruction.  This approach to reflection when analysing ‘remarkable moments’ is evident in the typical use of the following phrases: “maybe a better alternative is to…” (p.120); “What I find interesting about…” (p. 121); “one interpretation would be…” (p.122); “While it is only possible to hazard a guess…” (p. 122); “One possible stumbling block…” (p.122); “Perhaps it is not too surprising that…” (p. 124); “Some of my confusion comes because…” (p.125); “it could be that…” (p. 126) and; “Perhaps this is a consequence of…” (p.127). 
  A specific example helps to illustrate the generative character of this critical pedagogy. Jones refers to a four year old boy who arrived at the nursery wearing a T-shirt displaying the phrase ‘Ashley – Born to Be Wild’ across the front. During the morning Ashley runs around with a tablecloth tucked into his neck, arms spread wide, singing ‘da,da,da,da,da,da,da,da…Batman’.  He confronts a girl of the same age and then they both run off singing Batman. She soon leaves to join other children while Ashley’s behaviour gets louder and the teacher (Liz Jones) decides to intervene. She takes Ashley to the reading area and engages him with the feminist children’s story “The Paper bag Princess”. 
  For Jones the T-shirt slogan was a sign of male domination representing a “statement or fact about masculinity; men are born to be indomitable and they cannot be restrained. In short they are born to be wild” (p.118). Having recognised this meaning she wondered why she was “helping a boy transform himself into a super-hero” (p.118). Subsequent reflection on this was framed in terms of tensions between belief in the ‘pedagogy of choice’ and her feminist position. There was also reflection on the binary oppositions characteristic of super-hero play; on possibilities for developing alternative discourses to allow different action; and on choice of, approach and response to, the feminist ‘The Paper Bag Princess’, as well as an evaluative judgment on the whole event in terms of future orientation.

Examples from Arts-based research
  Leavy (2009) notes that “Arts-based research practices are a set of methodological tools used by qualitative researchers…” (p.2) and also that arts-based research methods comprise “new theoretical and epistemological groundings that are expanding the qualitative paradigm” (p.3). She emphasises that arts-based practices are part of an “ever-evolving qualitative paradigm” (p.4) and that they are a “new genre of qualitative research practices” (p.5) which have led to a “significant renegotiation and elaboration of the qualitative paradigm” (p.8). She also begins to suggest the “serious challenges to qualitative methods conventions, thus unsettling many assumptions about what constitutes research and knowledge” (p. 9) although doesn’t go so far as to suggest an actual break from the broad based qualitative paradigm. However, where boundaries become very stretched an alternative prototype might be suggested.
  Rasberry (2002) introduced his ongoing research as open-ended and unstructured weekly meetings with a group of eight year old children “purposefully engaged in acts of improvisation” (p.109) typically within a music/drama context. The children and the researcher/musician/performer “create, compose, laugh, collaborate, improvise and invent stuff” (p. 105) and “sing and play and improvise and talk” (p.108) – in what is referred to as an ‘interpretive location’ which helps to “bring dreaming and researching together” (p.106)
With regard to progress of the (re)search Rasberry notes “we’re busy dreaming the boat in the air” (p.105) which communicates some of the creativity and the “beautifully serpentine course” (p.105) traced by the research.
Although aims are not formally specified it appears that the research process seeks to contribute in a supportive way to living creatively in an uncertain world. This aim is intelligible as part of a personal aesthetic, as part of an aim “to live poetically and creatively in the world with others” (p.108). It is characterised by the central role of improvisation which is also regarded as part of the concept of research itself. 
“What might research ‘look like’ as an improvisational act that seeks to spend time with people” (p.110) as an act of creation of individual lives?
Rasberry expresses his affinity with Richardson & St Pierre’s (1994) ‘Writing as a method of inquiry’ and emphasises the research process as more important than the outcome. He also identifies and values the operation of the unconscious within the research process as an active component of creativity which resembles the role of incubation within the Creative Analytic Paradigm.
“This research project seeks to create conditions that will enable me to discover ongoing ways to nurture the spark that fires questions that have to do with creativity and pedagogy, improvisation and composition in people’s lives.” (p. 107)
Recording and representing the spirit of interpretation was undertaken using a multi-track sound recording unit, including multiple sound effect options. Mixing and re-mixing was regarded as an important part of an essentially multi-vocal research process. This appears to suggest a connection with the Constructivist paradigm identified by Guba & Lincoln (2005) which considers research activity as facilitating multivoice reconstruction. However, the playing with the data, manipulating and fictionalising it in this way, was more supportive of a central role for imagination in the research, rather than a process of representing perspectives. Rasberry engaged with the question of modifying data, collusion and fabrication and asked, 
“When is this kind of manipulation of data simply manipulative? At what point is the trust between researcher and participant, researcher and reader betrayed? When does play push meaning aside and confirm the critics of postmodernism’s pointed concerns?” (p.114)
Reasons for playing with the data in this way were identified as firstly that playing with data is part of what it means to do research; secondly that the process is more important than the outcome because of not leading to a predetermined end point. Similar views have also been expressed by other authors including Finkelstein (1992) and Creelman (2011) who draw attention to the value that comes from involvement in the research process, and is also mirrored by the Creative Analytic Paradigm; thirdly, research is an act of imagination that is more concerned with “letting go of the literal than documenting it” (Rasberry 2002 p.116), which relates to imagining possibilities, surprises and unimagined combinations.
“I feel strongly that we must risk the imaginative in our work, risk the ways that imagination might make our research appear less real, less valued by some. In fact there must be room for all our voices, less hurry to find fault in one another’s process. Imagine that…” (p. 116)
The modification of data and role of imagination is also said to encourage self-reflexivity which is a critical component of the research process.
“Self-reflexivity is the hinge of problem/opportunity upon which much of my work rests, it enables me to continue processing my process as I go; it implicates me in whatever story I choose to tell, whatever data I might attempt to dance.” (p. 116)
  A different way of generating ideas is suggested by Mullen & Diamond (2002) who used “carnival as a transgressive metaphor for educational research conducted as entertainment and diversion” (p.133). The role of the researcher is in this Postmodern Arts-Based Educational Research (PABER) is that of circus barker who orchestrates an extravaganza of poetry, prose and sketches. Participants, and co-producers of the poetry, prose and sketches, act in the role of circus troupe members such as tight-rope walkers, illusionists, jugglers and untamed animals. The performances generate the data which is described and commented upon as part of the researcher’s role as barker.
  It is evident from the review of Rasberry’s approach to research, and also of Mullen & Diamond, that generating ideas through imaginative engagement with the data is an inherent part of the research process. For Rasberry in particular, the generation of unimagined possibilities influences engagement with the data as part of a way of living a poetic and creative life. In both approaches, generativity is not a type of exploratory stage within a research design but an integral component of a more holist research experience. Although these specific research processes differ from that of the Creative Analytic Paradigm as also does the musical/dramatic/carnival context, several points of contact are clearly identifiable: valuing the process and the integral role of imagination; and more specifically related to Rasberry - the personal aesthetic and the unconscious incubation of ideas.

Approaches involving semiotics
Junge’s (1994) article (‘The perception of doors: a sociodynamic investigation of doors in 20th century painting’) draws on different fields and disciplines including environmental psychology and semiotics to speculate about meanings of space. The interpretations are grouped into the major themes of ‘dialectical integration of inside and outside’, ‘interiors and the experience of intimacy’, ‘exteriors and the experience of separation’ and ‘transcendence’. The article is particularly interesting because of the speculative approach which also includes elaborative interpretation which, by its evocative subjectivity, invites the reader to suggest alternatives. 
  Particularly clear instances where the speculative approach invites alternative interpretations occur where Junge interprets examples of paintings by Edward Hopper and Ben Shahn. The interpretation of Shahn’s "Bookshop: Hebrew Books, Holy Day Books" includes a welcoming doorway and attachment to a cultural group, values of Jewish culture including the emphasis on family and traditions. The doorway itself is described as sheltered, protective of the mother and child and transparent which enables the contents to be perceived. 
“The figures are not thrust out, nor held inertly within the door frame – there is individual choice in such a world – and we interpret a relaxed integration of intimate needs with the expectation of choiceful independent action through the urban environment.” (p.355)
However, from my perspective, the mother and child appear squashed and constrained by the dimensions of a rather claustrophobic doorway. Clearly this is a bookshop that not everybody would be able to enter. The bookshop is almost completely containing the woman and child as if to suggest there really is no exit into another world or at least undesirable, for example opposition to marriage between Jewish people and Christians. Maybe the serious expression on the woman’s face is a judgment on the world beyond the bookshop. 
  It is helpful to contextualise Junge’s interpretation of Edward Hopper’s “Sunlight in a Cafeteria” with reference to the major themes and style of Hopper’s painting in general. Typically Hopper painted calm accessible scenes in a realist style, including only a few characters that sometimes look like manikins e.g. “People in the Sun”. He was particularly concerned to experiment with lighting effects in the context of urban architecture and city landscapes, and referred to “our native architecture with its hideous beauty” (Wagstaff 2004 p.67). His major themes were identified as “solitude, loneliness, regret, boredom and resignation” (p.70). What is particularly interesting about Junge’s interpretation of “Sunlight in a Cafeteria” is the elaborative interpretation of details. The coffee cup is said to be untouched but actually there is no clue within the painting about the coffee cup e.g. as to whether the coffee has been drunk or not. The female character is said to be “lost in thought” but actually it is not clear whether she might be listening and deciding what to say in response to something the man, whose chair is turned towards her, has said. Another questionable detail is Junge’s description of the man, “his grey, almost ghostlike appearance” (p.349). Junge’s analysis of the composition of the painting identifies three doors: the window is referred to as a door, the wall behind the female figure is referred to as a door and then there is the revolving door,
“The viewer cannot understand the relationship of this door to the outside landscape. Instead it provides a formidable barrier in which one could apparently revolve forever. Size and ambiguity of interactional potential make this door seem false, tricky and intensely dangerous.” (p.350)
Whereas I realise the context is American, I tend to associate revolving doors with hotel lobbies rather than cafeterias. The style of tables and their arrangement in serried rows as well as the sparse furnishings suggest this is not a first choice dining venue. Although I can recognise the potential loneliness and isolation, I wondered whether these figures might be employees getting an early morning coffee before starting work. My interpretation is therefore more innocuous recognising that different behaviour occurs in different environments rather than Junge’s perspective of ‘door as enigma’, where the window qua door “closes off the ominous outside environment” (p. 350) and the wall behind the female figure qua door as an “impenetrable barrier prohibiting human interaction” (p. 350). The revolving door simply helps to demarcate the inside space of the cafeteria from the street outside and there is nothing ‘tricky or dangerous’ about it at all. 
  From the point of view of generative social research the speculative approach of Junge’s methodology is clearly evocative. It was a worthwhile experience encountering the range of paintings considered by Junge and prompted by her speculative interpretations even though there were numerous differences of perspective. With regard to purpose and impact it is worth noting that the article appeared in ‘The Arts in Psychotherapy’ and Junge notes how the encounter with experiences of personal space is a useful component of expressive therapies. 
“By deeply entering in, by dwelling in the world of the visual product, we gain understanding useful to us as clinicians and to our clients and enriching to us and to them as human beings.” (Junge 1994 p.343)
  Semiotics can however provide a clear and persuasive reading of the object of attention as for example in some studies of clothing semiotics. The dark and sombre colour of the business person’s ‘power suit’ for instance can be taken to signify the constrained emotion and supressed individuality of the wearer for the sake of effective role performance. When worn properly with the collar fastened, tie appropriately knotted and the jacket kept on, the ‘power suit’ can conceal bodily imperfections and weak muscular form and in consequence, “endows the wearer with a considerable degree of power and dominance” (Owyong 2009 p.203). As is evident from associating dark and sombre colours with constrained emotion, reading semiotic signs involves recognising cultural conventions. Nonetheless, it is important to realise that “semiotic analysis invariably consists of individual readings” (Chandler 2002 p.221) and that readings can be categorised, in terms of Hall’s influential model referred to by Chandler (2002 p.194) as ‘dominant’ hegemonic, ‘negotiated’ or ‘oppositional’ counter hegemonic.
Concluding reflections on generative social research
The parameters are set on the one hand by Dadds & Hart (2000) who noted that
“…methodological innovation, far from transgressing the norm, ought perhaps to be accepted as a more natural, necessary and legitimate part of any open-minded research culture that is seeking to enhance quality.” (p.167)
  On the other hand the more far reaching idea of moving beyond the quantitative, qualitative, mixed methods understanding of social research helps position the thesis at the cutting edge of methodological thinking, a sentiment reflected by Lincoln et al (2011) who note
“…we stand at the threshold of a history marked by multivocality, contested meanings, paradigmatic controversies, and new textual forms.” (p.125)
  The future of qualitative research was also brought into focus by Teddlie & Tashakkori (2011) who referred to mixed methods research as the third movement, and suggested a possible trajectory in which quantitative, qualitative and mixed methods eventually lead to a more inclusive form of social research. Creswell (2011), when critiquing mixed methods research, included a specific focus on the questionable utility of ‘quantitative’ and ‘qualitative’ as descriptors of research, suggesting this binary distinction does not reflect what happens in practice. These categories were also referred to as normative descriptors that mixed methods researchers have tended to reject “in favour of a continuum for presenting qualitative and quantitative differences” (p.273). 
  St Pierre (2011) also encroaches on the sacrosanctity of these terms by moving the discussion into the realm of what she refers to as ‘post-qualitative research’.  She expresses the view that much qualitative research “has become conventional, reductionist, hegemonic, and sometimes oppressive and has lost its radical possibilities” (p.613). She begins by deconstructing the human ego, emphasising the post-structural theme of de-individuation. The human ego is displaced by the concept of haecceity, as assemblage and entanglement, with reference to process philosophy underpinned by quantum physics. The implications of haecceity for qualitative research are considered where the concept of ‘I’, the human ego, and binaries such as researcher/participant, objective/subjective, cause and effect, and concepts such as generalizability, knowledge accumulation and timeline are no longer meaningful.
“Each researcher who puts the ‘posts’ to work will create a different articulaton…remix, mash-up, assemblage, a becoming of inquiry that is not a priori, inevitable, necessary, stable, or repeatable but is, rather, created spontaneously in the middle of the task at hand, which is always already and, and, and…” (p.620)





Chapter 8 – the way forward

  Looking back over the several years that it has taken to write the thesis I can recognise the contribution of the early encounters with Cubist, Impressionist and Conceptual art as a foundation and source of momentum. In particular the Arts provide opportunity for free expression, valuing unique perspectives and the potential for responding creatively to the flow of experience. The original preoccupation with creating a virtual exploratory journey was also an important first step, enabling me to simultaneously develop both my interest in research methodology and information and communication technology (ICT). Reviewing the series of podcasts that I published during this period I can also see the idea of generative social research beginning to emerge; for example, the fourth podcast draws attention to the role of evocative objects within the Creative Analytic Paradigm (CAP) in a series of reflections on the partition screen that became the partition screen satellite topic (chapter 6). More recent podcasts have developed the generative theme further e.g. the eighth podcast is an imaginative encounter with the global classroom, a factional composite of several early-years settings. These origins and the associated themes of self-expression and personal relevance within an arts context are still very much part of my current thinking in relation to the personal aesthetic as a foundation for the CAP. I am also continuing to develop awareness of practitioner researcher models of research as part of reflective practice in the context of generative social research. I believe that the CAP adds an additional dimension to reflective practice that is more comfortably located as part of a bedrock ideas generation discourse rather than an improvement discourse. Counter hegemonic approaches can unsettle limitations imposed by paradigm boundaries and constrained instrumental reflection that focuses only on the directly relevant. I also believe that a pervasive and active ground of ongoing ideas generation is a potentially fertile foundation for encountering professional practice in a climate of change. This recognises the value of noticing and the creative potential of teachers as extended professionals. The concept of generative social research itself recognises the potential for different creative approaches within the experienced reality of changing professional practice where the flow of experience rather than the transfer of findings is paramount. 
  From a personal perspective, the most exciting outcome from writing the thesis is the realisation of the creative potential of innovative approaches to research. Although approaching research differently incurs the risk that the innovative methodology and substantive outcome may be judged as lacking in quality, my experience from developing the CAP is that of worthwhileness, an experience enhanced by a sense of ownership and creativity. Innovation for its own sake is likely not to be a good reason for taking the risk but the original driving force for developing the CAP was perceived limitations of conventional methodological approaches, giving particular attention to ‘state of being’ and ‘being-in-relation-to’, as well as exemplified ideas and imaginative elaboration of evocative objects, rather than focusing on propositional knowledge. I was also keen to use my personal strengths in information technology when developing a process model of research e.g. the online memo dataset and the development of prototypes such as the virtual tour for accessing multimedia content. Motivation was also enhanced by the opportunity to explore interesting possibilities for reporting research which allow for different ways of responding rather than communicating findings including satellite topics as unfinished resources and the role of the virtual tour as a type of art installation. 
  What I have found particularly interesting in writing the thesis is the way in which my personal engagement with developing the thesis has changed over the years. I began with a highly motivated ambition to create a virtual environment exploratory journey with little or no accompanying printed text. Gradually, as I confronted the reality of the regulatory framework, explored the methodological issues in more depth and continued to explicate the various aspects of the paradigm, I began to recognise a developing and potentially fruitful language for engaging with a more process oriented concept of research; for example, evocative objects, contrived serendipity, elaborating interpretation, turning towards, turning away, contemplative relationships, active reading, orienting and sensitizing concepts, process, generative divergent analysis and personal aesthetic. I also find it to be a personally exciting prospect to consider ways of engaging in social research which valorise the ideas component, as this recognises and emphasises a creative element and a potential route to innovative professional practice. For example, typically overlooked minutiae of experience such as a pictorial timetable, a partition screen or a child playing with a toy car can be elevated to the status of personalised landmarks, becoming objects to think with and decision making components. The continuous flow of noticing and the additive process of allocating meanings to objects and events is essentially a burgeoning of experience, a forest of personally significant meanings. As the forest grows the foliage may be trimmed and pathways created developing a designed space. 
  Assessing the quality of research where absolute standards have been questioned by postmodern thinking brings the concept of quality into focus and opens the way to paradigm specific responses. In relation to the CAP fluency, flexibility, elaboration, originality of thinking and personal aesthetic as much as the generated range of ideas and elaborating interpretation appear as relevant constituent concepts within an approach to assessing quality. The idea of merging some of the generated ideas into a shared and developing discourse can also be directly associated with the value of the CAP. There are clearly signs of each of these aspects having occurred in the illustrative substantive focus on the early-years physical learning environment. The extensive memo dataset illustrates engagement through time in relation to developing the satellite topics as unfinished resources comprising a range of diverse perspectives. Podcasts, such as the ninth in the series focusing on loosely coupled organisations, also illustrate the serendipitous process of revisiting the original evocative objects through an extended period of time. Conversations with teachers and students have included merging of ideas from previous encounters and engagement with evocative objects as part of a conversational learning process.  
  The thesis represents the CAP understood as, by its very nature, a work in progress. As the CAP and thesis were being rendered as a text document it was important to disrupt a sense of satellite topics as finished outcomes and to reflect the sense of being/becoming-in-relation-to evocative objects. Some of the substantive content was therefore distributed throughout the thesis (e.g. the rainforest p.64) and memo dataset entries and related podcasts were included as a way of contributing to the developmental flow, suggesting a merging of back and front regions. For example, the fifth podcast focusing on the heuristic use of poetry draws attention to a pictorial timetable that became the foundation of a satellite topic and; more recent reflection in relation to the pictorial timetable has characterised the ‘turning away’ in terms of multiple pedagogical perspectives including those of Reggio Emilia (Thornton 2005), Montessori (Isaacs 2012) and High Scope (Wiltshire 2012). Elements of the initial multimedia exploratory journey as an alternative subordinate category/research design were also referred to as an active part of the development process.  
  The approach to writing the thesis reflects the need to represent the process nature of the paradigm and accommodate the consequent transformations of this more fluid relationship concept of research. Transformation in this context refers specifically to the different forms of engagement that may occur through time. The unbounded nature of evocative objects suggests an emergent concept of field that encompasses a multiplicity of ways of being-in-relation-to evocative objects. For example, the initial encounters with the physical setting took the form of a nomadic engagement with disparate topics of interest. The juxtaposition of topics such as displays, rating scales, classroom rules, classroom areas, independence, ownership and constraints generated in conversations with early-years practitioners and trainee teachers suggest the emergence of the rhyzomatic canvas. Revisiting these themes from the perspective of the generative divergent analysis model developed later included a more conscious ‘turning towards’ and ‘turning away’ form. By way of illustrating a contrasting form, continuing to develop the classroom displays inventory has involved trialling different versions as well as a broader reflective focus on the concept of quality in the early-years. The active reading model (referred to in Annex 5) which characterises the memo dataset as a constructed text created through an ongoing process of revision has begun to evolve into both individual and collaborative forms. The early stages of a more collaborative form were evident in the participation of student teachers through use of the Search/Read/Write area (Annex 2). More recent emerging satellite topics have included the ‘wicker settee’ as an evocative object, facilitated in particular through revisiting the Quick Time Virtual Reality (QTVR) views of the early-years settings within the multimedia content of the website resource (Annex 2). An introduction to this wicker settee satellite topic is available as the tenth podcast: the chair (Annex 2). Songs, exploring feeling states as an alternative form of engagement with the object, were also written and recorded in relation to the theme of energies of childhood that was evoked by the wicker settee. The concept of the ‘ontoepistemological’ merging of knowing and being referred to by Hognestad & Bøe (2012) helps to provide an alternative way of conceptualising the process nature of being-in-relation-to evocative objects that is central to the CAP.   
  There are several ways of developing the CAP within different timescales. Undergraduate dissertations typically entail undertaking a research project and typically include acknowledgement of limitations due to the small scale nature of the research. Generative social research with its emphasis on ideas, creative thinking and developing a reflective conversation within a professional context could be a particularly worthwhile alternative experience. Furthermore, the development of processes of reflection are likely to be directly relevant to ongoing professional practice contrasted with the more formal research methodology that may be relevant as an addendum rather than as an integrated component of professional practice.
  A longer term outcome would be to undertake specific research projects to adapt candidate paradigms within generative social research e.g. Collier (2010) developed an innovative approach to reflective practice which recognises the value of aesthetic responding, imagination and creativity as qualities of reflective thinking. Exploring speculative possibilities through visualisation of significant events has the potential to be developed as collaborative reflection through role-play. A generative social research version of Collier’s approach would potentially develop the generative, open and unpredictable aspects of reflection. 
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Edited search using the search term %interpretation% (10/3/2012) – as the dataset is progressively edited as part of the ongoing reflective process, further print outs using the search term %interpretation% return the edited data but with the same dates. Searching using the dates recompiles the individual memos though the wording may change slightly because of the editing process.

(NB. 
2/The dataset is, using Gofman’s (1990) terminology, part of the back region of the thesis and therefore less regard has been given to sentence construction and referencing and may also be unintelligible and contradictory in places)


....7th December 2006... .... The Loveless and Antoniou paper presented at the Challenging Orthodoxies conference highlighted the value of alternative methodologies outside dominant paradigms and raised awareness of artistic sensibilities. The paper focused on how the artist perceives, the 'aesthetic vision of creative artists - a high level of consciousness, an alertness that we can learn from artists' (p.1) as a way of developing researcher creativity. The paper focused specifically on 'noticing' and 'imagination' as the first stage in the research process and was concerned with the development of '...a deeper more creative research imagination' (p.3). ... .... Some questions arising from the paper were: To what extent can research be regarded as a creative activity? How can the creativity of the researcher be developed through the creative arts? What is the range of creative techniques for developing the research imagination? What does the imagining stage consist of? ... .... The paper noted that creativity might enhance initial ideas, questions, selection of methodologies, data analysis, interpretation and representation. It was suggested that a focus on the creative process of artists, writers etc. could lead to more insightful and deeper understandings. It was suggested that an important role for creativity in research included presenting, adding to, offering insights, 'stir the memory and fertilise the unconscious' (p.5), say something unsayable. Other points arising from the paper included the recognition that artists, writers etc. focus our attention on developing 'heightened vision, sharpened senses, greater physical and emotional sensitivity to the more complex dynamics of the process.'(p.4) and that this can become possible through creative training, developing holistic vision, paying attention, developing creative-insight. ... .... A final point of interest was the view expressed that in order to make effective use of the 'aesthetic imagination' we need to be in a state of uncertainty. xxxx
29th March 2010(Keywords: active reading, search engine, search/read/write, wiki, diachronic process, interpretation) xxxxxxxxxxxxx xxxx x x xx 
Novitz (2000) refers to the postmodern concept of interpretation as an "ongoing 'play' of meaning" (p.219) and notes Barthes' concepts of 'text' and 'writerly reading', For Barthes the goal when writing is to make the reader more active where "...'writerly' reading or interpretation helps create the meanings that are found in the work."(p.219)
Novitz explains that   'writerly' "interpretation involves the playful, unconstrained restructuring of our ordinary linguistic beliefs, premised always on the belief that language is itself an infinite network of significations, without a stable foundation on which our understanding of it is to be based." (p.219)
 This conveys the sense in which a more active model of reading is one where the interpretation of the reader contributes to the meaning of the text; this view is developed further in Barthes' essays, 'The Death of the Author', 'On Reading' and 'From Work to Text' (Barthes, 1986) and also considered by Foucault (1998) where the dissolution of the author is tantamount to a moral imperative.
4th April 2010 (Keywords: interpretation, active reading, catalytic validity)  The title of the thesis is still not entirely certain. The original title included, "…building a multimedia interpretation …"; the title also included, "Developing a creative analytic paradigm…" These two components of the title were understood as part of a broader encompassing concept of arts-based research. Although the creative analytic paradigm (CAP) is conceived as a process the outward form is that of an artfully crafted conceptual canvas of glancing impressions being developed as satellite topics. As a contemplative dispositional concept and state of being, developed in response to emerging evocative objects, the CAP is quintessentially a human construct and a personal aesthetic. It is therefore potentially interpretable as an aesthetic object. However, interpretation in the Arts is a controversial area and Stecker's (2005, in Gaut and Lopes) chapter on Interpretation includes a critique of 'actual intentionalism' and a discussion of the 'proper aim', of 'monism/pluralism' and of the 'work meaning' issues. He also drew attention to the ontological issue which focuses on the duality/lack of duality of the object and those interpreting it. "Hence, the object of interpretation is in essence made or altered by the interpretation rather than something entirely independent to which it is addressed." (p332) This is a particularly relevant view because of its direct link to constructivist paradigms in qualitative research and especially because of the process nature of the CAP.
   The aim here is to begin to consider ways of appreciating the CAP consistent with the nature of the paradigm. 
   From the perspective of actual intentionalism interpreting a work of art involves comprehending the artist's actual intentions, what the artist was seeking to achieve. So this point of view suggests that Art entails purposeful activity and interpretation involves understanding the artist's purpose. Of course, the achievement may be very different from the initial or final intention, which extends the critique to include 'hypothetical intentionalism'. When considering 'proper aim' of interpretation however, Stecker highlights a range of possible alternative interpretive aims e.g. value maximization which seems to mean identifying value in the work; identifying at least one way of understanding the work even though it is acknowledged that there might be other understandings; understanding the work in the context of social theory and, "There may even be some interpretations that do not literally say anything about a work, but seek to get us to imaginatively contemplate certain actual or possible states of affairs." (p326) This latter seems to have a potential connection with the concept of catalytic validity in qualitative research and also compatibility with the CAP.
  However, Novitz, writing in The Philosophy of Interpretation (Margolis and Rockmore, 2000) rejected the possibility of multiple conflicting interpretations and compared 'elaborative interpretations', dependent on the imagination and creativity of the reader, being potentially exploratory but nonetheless gratuitous, with 'elucidatory interpretations' which focus on understanding. 
The idea of "… building a multimedia interpretation…" suggests intention particularly when linked to the artfully crafted conceptual canvas. Taking the idea of interpretation as identification of intention it would be reasonable to look for the guiding intentions underpinning the building of the multimedia interpretation within the CAP. What was the author/researcher seeking to achieve when artfully crafting the conceptual canvas? The 'work meaning' concept is also particularly relevant as it raises the question of whether the thesis has any particular meaning since meanings are ascribed and perspectival. Further focusing of attention following Novitz' (2000) reference to the 'singularity constraint' is the use of the indefinite article in the title of the thesis, "...building a multimedia interpretation...": the 'a' suggests more than one interpretation is possible and/or different ways of communicating, expressing and recording the interpretation are possible. What precisely is meant by 'interpretation' within the title of the thesis? Clearly the generative divergent analysis model highlights the role of imagination and interplay of reflections. However, whereas the epistemology of the CAP encompasses 'elaborative interpretation', the CAP actively seeks to position itself beyond the "fallibilistic spirit" (Seale, 2007) yet also includes e.g. developing heightened sensibilities while rejecting the view of cognitive transparency advocated by Novitz. 

17th April 2010(Keywords: interpretation) Interpretation of the physical setting, following Lamarque (in Margolis and Rockmore, 2000) would entail focusing on the setting as the "...'practice-dependent', cultural and Intentional" (p.106) concept of 'work' rather than on the setting as 'text'. However, Lamarque emphasizes that his view differs from Barthes insofar as he regards both text and work as abstract concepts, whereas Barthes has the 'work' as necessarily existing in a concrete physical form. For example, the book on the bookshelf is the 'work' but for Lamarque the 'work' is the idea that constitutes the book, so if the book is destroyed the work may still exist. The implication here is that the classroom as work includes the purposeful management of the particular physical setting, including intentions of the teacher and other decision makers. On the other hand, Lamarque has a restricted view of text highlighting syntax and grammar while speaking of sentence types. He contrasts this view with that of Margolis who has a more post structuralist view of text, which is more consistent with reading the physical setting itself as a form of text. 
 Lamarque also raises and considers the question of Imputationalism and refers to the concept of 'transformative interpretation', which refocuses attention on elaborative interpretation and the exploratory model. 
16th May 2010 (Keywords: ontology, arts based, paradigm, aesthetic) Recent developments in the ontology of art, as noted Rohrbaugh in Gaut & Lopes, 2005), attempt to resolve issues arising from 'type-theories'. A particularly interesting viewpoint is expressed by Davies (2004) who regards the work of art not as the object, the final canvas, but as the event, the whole process by which the artist arrives at the final product, which is merely the 'focus of appreciation'. Jackson Pollock's canvases come to mind: it's not just the squiggly lines of paint but the riding of the bicycle across the canvas and the idea itself that identifies Pollock's work as art. 
 From this point of view the creative analytic paradigm, as personal aesthetic, as process involving elaborative interpretation generated through experience and the idea of the original combination of constructed ideas presented as a conceptual canvas, at least starts to suggest that the thesis is a work of arts based research. 

19th July 2010 (Keywords: interpretation)Lamarque, in Margolis and Rockmore, 2000) draws attention to a difference between 'generic interpretation' and 'meaning-determining interpretation'. This difference is rooted in Lamarque's consideration of the role of context as an essential foundation for interpretation to be possible at all. Of particular interest here is Lamarque's assignation of roles: the domain of generic interpretation is that of 'the artist' where the domain of meaning-determining interpretation is that of 'the appreciator'. This is intuitively reasonable as, for example, the defining characteristics of a period within Art history such as Cubism provide the context within which meaning-determining interpretation becomes possible. The generic interpretation of the artist provides the framework for the interpretation of the appreciator of the artwork. Lamarque helpfully includes a range of non-art examples e.g. evidence at a murder scene, message in a bottle. 
 The generative activity of the creative analytic paradigm appears more closely related to this notion of the generic interpretation of the artist than to the meaning-determining interpretation of the appreciator. However, insofar as the physical setting of the early years classroom can be regarded as an outcome of purposive human activity, meaning-determining interpretation is also a legitimate preoccupation within the broad speculative epistemology of the paradigm.

19th July 2010 (Keywords: interpretation, setting, research question, title) The title of the thesis includes, "building a multimedia interpretation of the early years physical setting". The suggestion of this wording is that the focus of the interpretation is on the generic concept of setting as 'text', in the Margolian post structuralist meaning, rather than as 'work' either in the Barthian sense of a specific physical form or as in Lamarque's view as the specific idea. 
  In memo entry 12/1/2010 I highlighted that the key point from noticing contrasting attitudes of teachers in relation to classroom resources was the illustration of different views rather than the specific viewpoints per se. This way of conceptualizing the outcome space would seem to contribute to the elaboration of the 'text' of the classroom. However, interpretation typically only becomes necessary when meaning is not clear. The particular focus on and way of elaborating the 'text' of the setting (in relation to teachers' view of resources) appears at first glance to be merely a descriptive process, simply a statement of teachers' views. On the other hand perception is generally regarded as value laden, except when underpinned by phenomenological bracketing (though Husserl appeared to modify this view in later writing). Decisions as to what to notice and what to include as constituent of 'text', as well as the speculative thinking that led to the identification of differences of view each make their own contribution to the idea of building a generic interpretation. 


Appendix 3: search/read/write –  coding
 
<?php
	//1.Create a database connection
	$connection = mysql_connect("localhost", "m339_References", "ringwood");
	if(!$connection){
    	die("Database connection failed: " .mysql_error());
    }
	//2.Select a database to use
	$db_select = mysql_select_db("m339_References",$connection);
	if(!$db_select){
		die("Database selection failed: " .mysql_error());
	}
?>




























 * The code for lines 40 - 220 is pasted from "http://www.nsftools.com/misc/SearchAndHighlight.htm"
 * This is the function that actually highlights a text string by
 * adding HTML tags before and after all occurrences of the search
 * term. You can pass your own tags if you'd like, or if the
 * highlightStartTag or highlightEndTag parameters are omitted or
 * are empty strings then the default <font> tags will be used.
 */
function doHighlight(bodyText, searchTerm, highlightStartTag, highlightEndTag) 
{
  // the highlightStartTag and highlightEndTag parameters are optional
  if ((!highlightStartTag) || (!highlightEndTag)) {
    highlightStartTag = "<font style='color:blue; background-color:yellow;'>";
    highlightEndTag = "</font>";
  }
  
  // find all occurences of the search term in the given text,
  // and add some "highlight" tags to them (we're not using a
  // regular expression search, because we want to filter out
  // matches that occur within HTML tags and script blocks, so
  // we have to do a little extra validation)
  var newText = "";
  var i = -1;
  var lcSearchTerm = searchTerm.toLowerCase();
  var lcBodyText = bodyText.toLowerCase();
    
  while (bodyText.length > 0) {
    i = lcBodyText.indexOf(lcSearchTerm, i+1);
    if (i < 0) {
      newText += bodyText;
      bodyText = "";
    } else {
      // skip anything inside an HTML tag
      if (bodyText.lastIndexOf(">", i) >= bodyText.lastIndexOf("<", i)) {
        // skip anything inside a <script> block
        if (lcBodyText.lastIndexOf("/script>", i) >= lcBodyText.lastIndexOf("<script", i)) {
          newText += bodyText.substring(0, i) + highlightStartTag + bodyText.substr(i, searchTerm.length) + highlightEndTag;
          bodyText = bodyText.substr(i + searchTerm.length);
          lcBodyText = bodyText.toLowerCase();
          i = -1;
        }
      }
    }
  }
  




 * This is sort of a wrapper function to the doHighlight function.
 * It takes the searchText that you pass, optionally splits it into
 * separate words, and transforms the text on the current web page.
 * Only the "searchText" parameter is required; all other parameters
 * are optional and can be omitted.
 */
function highlightSearchTerms(searchText, treatAsPhrase, warnOnFailure, highlightStartTag, highlightEndTag)
{
  // if the treatAsPhrase parameter is true, then we should search for 
  // the entire phrase that was entered; otherwise, we will split the
  // search string so that each word is searched for and highlighted
  // individually
  if (treatAsPhrase) {
    searchArray = [searchText];
  } else {
    searchArray = searchText.split(" ");
  }
  
  if (!document.body || typeof(document.body.innerHTML) == "undefined") {
    if (warnOnFailure) {
      alert("Sorry, for some reason the text of this page is unavailable. Searching will not work.");
    }
    return false;
  }
  
  var bodyText = document.body.innerHTML;
  for (var i = 0; i < searchArray.length; i++) {
    bodyText = doHighlight(bodyText, searchArray[i], highlightStartTag, highlightEndTag);
  }
  
  document.body.innerHTML = bodyText;




 * This displays a dialog box that allows a user to enter their own
 * search terms to highlight on the page, and then passes the search
 * text or phrase to the highlightSearchTerms function. All parameters
 * are optional.
 */
function searchPrompt(defaultText, treatAsPhrase, textColor, bgColor)
{
  // This function prompts the user for any words that should
  // be highlighted on this web page
  if (!defaultText) {
    defaultText = "";
  }
  
  // we can optionally use our own highlight tag values
  if ((!textColor) || (!bgColor)) {
    highlightStartTag = "";
    highlightEndTag = "";
  } else {
    highlightStartTag = "<font style='color:" + textColor + "; background-color:" + bgColor + ";'>";
    highlightEndTag = "</font>";
  }
  
  if (treatAsPhrase) {
    promptText = "Please enter the phrase you'd like to search for:";
  } else {
    promptText = "Please enter the words you'd like to search for, separated by spaces:";
  }
  
  searchText = prompt(promptText, defaultText);

  if (!searchText)  {
    alert("No search terms were entered. Exiting function.");
    return false;
  }




 * This function takes a referer/referrer string and parses it
 * to determine if it contains any search terms. If it does, the
 * search terms are passed to the highlightSearchTerms function




  // This function has only been very lightly tested against
  // typical Google search URLs. If you wanted the Google search
  // terms to be automatically highlighted on a page, you could
  // call the function in the onload event of your <body> tag, 
  // like this:
  //   <body onload='highlightGoogleSearchTerms(document.referrer);'>
  
  //var referrer = document.referrer;
  if (!referrer) {
    return false;
  }
  
  var queryPrefix = "q=";
  var startPos = referrer.toLowerCase().indexOf(queryPrefix);
  if ((startPos < 0) || (startPos + queryPrefix.length == referrer.length)) {
    return false;
  }
  
  var endPos = referrer.indexOf("&", startPos);
  if (endPos < 0) {
    endPos = referrer.length;
  }
  
  var queryString = referrer.substring(startPos + queryPrefix.length, endPos);
  // fix the space characters
  queryString = queryString.replace(/%20/gi, " ");
  queryString = queryString.replace(/\+/gi, " ");
  // remove the quotes (if you're really creative, you could search for the
  // terms within the quotes as phrases, and everything else as single terms)
  queryString = queryString.replace(/%22/gi, "");
  queryString = queryString.replace(/\"/gi, "");  
  return highlightSearchTerms(queryString, false);
}
/*





  var referrerString = "http://www.google.com/search?q=javascript%20highlight&start=0";
  referrerString = prompt("Test the following referrer string:", referrerString);





<h3>Search through memos using key words   
</h3>
<form id="form" name="form" action="<?php $value = $_POST['Displays']?>" method="post">
  <input name="Displays" type="text" id="displayList" />
  <input type="submit" value="Search for key words" />
  <input type="button" value="Highlight key word" 
onclick="searchPrompt('the page', true, 'green', 'pink');" /> 
  <span class="style2">NB: Don't use %% when highlighting key word  </span>
</form>
<p><span class="style5">NB: Enclose keyword with <strong>%</strong> <br>
e.g. <strong>%</strong>searchterm<strong>%</strong></span>
  <span class="style5"><br />
  </span><br />
  <a href="http://www.eyle.org/uploadcomments.php" target="_blank">Add new memo</a>
  <h6>Use Firefox web browser</h6>    
  <!--Selective search using WHERE-->
  <?php
$result  = mysql_query("SELECT * FROM memos WHERE comments LIKE '$value'")
or die(mysql_error());
?>  
   <?php do { ?>
</p>
<div class="contentPosition">   
      <?php echo $row['comments']; ?><br />
      
   </div>  
   <hr />        



































Appendix 5: Environmental checklist
PNS (handout 7) - Primary	Dudek – Early Years	ECERS – Early Years	Reggio – Early Years	Walsh & GardnerQLI (2000)
Sharing objectives and reviewing learningLO’s displayedKey questions, prompts and scaffolds available/ displayedDisplays include statements and questionsLayout includes inclusive interactive teaching	Checklist 1: key aspects of the architectureInteresting architectureVisible architectureRight scaleEnough spaceSpatial variationClear pathwaysAccessible outdoorsSafe and secureFlexible architecture	Appropriate furnitureEnough spaceChild-related displayRoom arranged using interest centersActivity areasFurniture for relaxation and comfortSpace for gross motor playProvision for children with disabilitiesPersonal needs of staffSpace for gross motor playResources for gross motor play	epigenesisTransparencyRelational space Multisensoriality OsmosisConstructivenessNarrationRich normalityMicroclimateTransformability/flexibilityEnough spaceFocus on displaysActivity areasAtelier, mini atelier, piazzaOverall softnessCommunityHarmony of colourLightscapes	Check Nine themes interpreted in relation to the interactional triangle of children, adults and environment::MotivationConcentrationIndependenceConfidenceWell-beingSocial interactionRespectMultiple skill acquisitionHigher-order thinking skills
Learning processFlexible seating and tablesLayout supports collaborative learningDisplays reflect learning processMetacognitive prompt posters	Checklist 2:key aspects of designing spacesEntrance:safe, secure, welcomingstorage for buggiesnext to head’s officeCloakroomsMain activity area supports curriculumEnvironment supports learning and relaxationChildren feel comfortableDedicated spaces for specialized activitiesGarden/external play areaProvision for the disabledSufficient bathrooms/toiletsOnsite kitchensSufficient children’s storageSufficient adult storage/toiletsAdult only areasParent/community facilitiesAdmin office/sAdditional storage space			Check Exemplification of the 9 themes as matched to The Role of the Environmentcategory::‘Colourful, bright and aesthetically pleasing’‘friendly and welcoming décor’‘environment reflects a cosy, warm and calm atmosphere’Exciting areasPrivacyPromoting curiosity‘stimulating outdoor equipment’Enough space … including space to explore, space to keep personal items and space to ‘let off steam’Children’s displays… on walls… and to ’arouse reflection and development of ideasClassroom layout to support concentration and avoid distractionAccessible resources including low level shelvingRange of resources to support learningSufficient resourcesResources appropriate for gender and culture‘Resources remain in a similar position’Labeling to support finding resourcesFreedom (and space) for children to explore and investigate the environmentEnvironment matched to children’s needs‘children are involved in the arranging of the environment’‘children are encouraged to make independent choices’Safe environmentAccessible toilets
	Checklist 3: key aspects of safety and interestGeneral environmentAppropriate decorationSuitable coloursAppropriate floor finishesVision panelsLevel thresholdsAccess doorsProtection from strong sunlightVariety of lightingDesign facilitates discrete adult supervisionSafe plug socketsCovered door jambsActivity areaChild height pin boardsChild height features e.g.  windowsWindows that can be openedUse of natural materialsGood acousticsSafe stairwaysCloakroom seatsCeiling hooks for hanging displaysDoor handles for childrenToilet facilitiesChild friendly tapsToilet privacyIndividual hooks in bathroomsBathroom pin boardsOutsideSecure outside storageCovers for sandpitsGarden pathwaysCovered external play areasVegetable and flower areasOutside plantingOutside seatingSeparate area for babiesClimbing and running areasParking for the disabledEntrance safe from carsSecurity buzzersSign in place at entranceFire alarmsSite wide securitySeats for parents			
Positive affirmationsPositive affirmations displayed and diversity visibly celebrated				


















Appendix 6: Satellite topics memo dataset %canvas%

Unedited search using the search term %cxanvas% (9/2/2012) – as the dataset is progressively edited as part of the ongoing reflective process, further print outs using the search term %satellite% return the edited data but with the same dates. Searching using the dates recompiles the individual memos though the wording may change slightly because of the editing process.

(NB. 
1/This unedited print out includes words such as   exnvironment. The insertion of x disrupts the search process. In this example using the search term %environment% would find memos containing the word environment but not ‘exnvironment’. The alternative strategy for editing the memo dataset is to reduce the amount of text recovered to only include the relevant parts of individual memo
2/The unedited dataset is, using Gofman’s (1990) terminology, part of the back region of the thesis and therefore less regard has been given to sentence construction, referencing and may also be unintelligible and contradictory in places)

9/2/2008 The generative form of the concept warrants a consideration of the nature of meaning: it may be that developing explanations is an aim and outcome of convergent analysis; but in a generative divergent analysis the conceptual cxanvas populated with potentially diverse experiences related only at least by one broad theme but otherwise potentially unrelated...may gain its meaning through signification rather than explanation. A first though oversimplified thought on this is 'red' signifies a colour and may have other associations also but isn't an explanatory concept per se...7/2/08 ...Somewhere amidst all the memos and comments, not necessarily located within the memo manager, is a discussion, or at least the start of a discussion about developing research without having a specific research question. This may be due to the influence of the postmodern or an offshoot of grounded theory. I have included at least a brief focus on this in the RTP402 paper and in the various formulations of the research proposal. This idea leads in the direction of the concept of a 'conceptual cxanvas' generated and developed through a process of 'generative divergent analysis'. The positivist preoccupation with a clearly defined, focused and precise key research question entails a 'convergent analysis': everything leads in the direction of the resolution of the directive research question. Generative divergent analysis, on the other hand, is a generative process and leads to the evolution of experience and experiences...

2/9/2008 ....Although the concepts of validity and reliability are 'not relevant', within the research paradigm boundary events do require attention. For example, the visit to Nimes, to the early years class in the school, left considerable doubts about the age of the children. Both translators interpreted the teacher as saying that the children were not old enough to have a role play area, dressing up clothes and sand, and yet observation of the children's work on display would not seem to support this view i.e. they weren't babies. Possibly the teacher meant 'too old' but both translators said 'too young', so actually the data is not really believable but the research model does not require further checking because the aim is not to describe reality. The concepts of 'plausibility' and 'credibility' seem relevant here. The research seeks to maintain a superficiality and impressionism in its treatment of the data and questions of validity or reliability don't arise when the experience is plausible. However insights and knowledge possibilities are undermined and may become commonplace where only plausible experiences are admitted. However, non plausible experiences with potentially unusual insights may have greater credibility and therefore receive at least some attention before being discarded when embedded within a cxanvas of plausible experiences and where the reflections are not directed at describing reality.... ... ....10th Sept (approx. date)... ....Last sentence above seems dubious... ... ....16th Sept... .... Considering Leininger's six criteria for evaluating qualitative research. 'Saturation' seems less relevant as purpose of my research is not depth and breath of coverage. 'Transferability' relates to plausibility of data and relevance to the readers' experience. 'Recurrent patterning' seems connected to the bureaucracy - power relations theme when analysing Hly Swan and Feck recept - see primary docs. 'Meaning in context' - will come back to this one. 'Confirmability' seems less relevant as claims are not being made either about reality or about social reality. 'Credibility' may require further explanation - revisit.... .... Process concept of evaluation criteria: example 1/reader evaluates photo/movie clip as questionably atypical, lacking in detailed commentary etc.... but then notes some features of interest and begins reflecting on the value aspects of the photo/clip. Latter part suggests involvement in the process. Example 2/process involves passage of time. Reader actively contributes to the data by adding photo/comments/rearranging data in Wikipedia....

14/10/2008 The writing below aims to be consistent with Richardson's (in Denzin and Lincoln) ideas about writing as a method of enquiry, where she criticises formal reporting of academic research and favours creative analytic practice. Pfohl's (1992) Death in the Parasite Cafe: Social science (fictions) and the Postmodern and Walkerdine's (1990) Schoolgirl Fictions provide interesting comparisons illustrating some of the variety in this way of writing research. The writing below is also influenced by Charmez (2006) views on memo writing as part of her constructivist model of grounded theory since the intention is potentially as much personal expression as coherent text. In either event the following can be understood as simply personal expression informally presented without the shackles of academic convention, and of course work in progress. 1/Well I think I don't know enough! I start reflecting on the developing methodology for my research and I use the word 'paradigm'. So I recall that in the thesis I am '...developing a creative analytic paradigm' and then remember reading related to 'paradigm' e.g. in Denzin and Lincoln (2003) the chapter about the conflict of paradigms, and in Blaikie (2000) who considers different approaches, models and theories in connection with the concept of paradigm. Then I'm also aware of qualitative and quantitative paradigms and mixed method paradigm, and wonder whether e.g. grounded theory, action research and something such as ethnographic research are sorts of paradigm. So there are differences of meaning of paradigm as used by different authors - or at least it seems like that. So insofar as I see myself as developing a paradigm I want to be very clear about nuances of meaning relating to this concept and therefore have this as one of many objectives.2/Then I continue by starting to outline this creative analytic paradigm, which I also refer to as a 'gxenerative divergent analysis' paradigm. This rapidly leads to a focus on epistemology and consideration of the purpose and value of the research, though no doubt I will do much of this outlining and consideration later rather than immediately in this paragraph! There are numerous metaphors to help with visualisation: patchwork quilt, photomontage, exploratory journey, Cubist conceptual cxanvas, impressionist art and also the tip of a modern art iceberg (the artefact on display being the multimedia/hypertext component; the 80,000 words of the PhD being the reflective component: not exactly my choice of weighting but seems somehow to be the requirements due to a printing error in the regulations!).The idea for the creative analytic paradigm came from a combination of Richardson's (in Denzin and Lincoln) creative analytic practice, Turkle's (2007) concept of evocative objects, and was originally a move away from positivist grounded theory of Strauss and Corbin round the postmodern turn as conceived by Clarke in her exposition of Situational Analysis. Actually several other influences have lead to additions en route e.g. Gergen's Transformation of Social Knowledge, and not surprisingly issues have emerged that were not apparent at the start and are still to be resolved. An issue of particular interest relates to the nature of the knowledge claims.3/Knowledge claims. Stewart's Cultural Poesis (in Denzin and Lincoln) seemed particularly relevant insofar as the focus was on speculative ideas and possible futures evoked by transitional events. There seems to be a direct connection here with Gergen's views on the nature and purpose of theorising in social research, what he refers to as 'gxenerative theory'. Glaser (2002), although from a positivist perspective, also expressed the view that grounded theory was 'non-verificationalist' and that it was really concerned with generating ideas. These ideas relate directly to the creative analytic paradigm though this paradigm actually takes an extreme position by not aiming to make statements about reality, neither the actual reality of positivism not the social reality of constructivism. 

31/10/2008 The original metaphors during the early conceptualisation of the thesis were that of a patchwork quilt and a form of Cubist art interpreted as an original combination of themes from conceived rather than perceived reality. The intention was to compile multimedia recordings of these themes into a conceptual cxanvas with the potential to use these experiences as the basis for a reflective commentary: the starting point was the settings and the compilation but the reflections could be wide ranging. Impressionist art is consistent with this view as it conveys both a sense of a superficial surface (which here exists as surfaces because of multiple themes) e.g. photos and video clips depicting settings, as well as creative composition e.g. the building of a multimedia interpretation; rather than an in depth preoccupation with the mechanisms driving the machine in response to a particular research question. Richardson's (in Denzin & Lincoln, 2005) consideration of validity in relation to postmodern thinking makes use of the idea of surfaces in the crystalline structure analogy, where the many faces of the crystalline structure comprise the world as a series of stories and texts, partial truths from multiple perspectives. Although, as O'Leary notes (in Denzin and Lincoln, 2005, p249), "personal experience is not a self authenticating claim to knowledge", the intention of the thesis was to be engaged in an experiential journey through virtual worlds comprising video, audio, photographic and virtual reality images. Contrasted with the two dimensional concept of triangulation, the crystalline structure analogy supports the development of a non-linear hyper-text exnvironment to engage both researcher and reader of the research in an experiential journey. Progress with this ambition has moved from very open ended video interviewing and child observations, with loose application of the grounded theory constant comparative methodology and theoretical sampling in the direction of more selective and focused data collection ideas, including use of orienting concepts e.g. the concept of bureaucracy. The suggestion implied by the use of these metaphors and developments in data collection is that the epistemological claims exist within an ill-structured knowledge domain. This view gains support insofar as the methodology is focused on a central key topic, rather than a specific research question, as the primary source evocative object, which needs to be kept in view when compiling the cxanvas and during reflective thinking based on free association/radial thinking (Buzan, 2006)/divergent thinking (Hudson, 1973 and in relation to Kolb, 1984). The outcome space, a concept taken from Marton's (1986) phenomenography, emerging from this process is a generated and essentially unbounded conceptual cxanvas, though with the horizon of the early years setting always in view. In other words a parameter for legitimating knowledge claims is that the central key topic is in view. An example of this is where during an interview with a reception class teacher the conversation drifted onto the time consuming nature of the Early Years Profile. In itself the Early Years Profile is not directly connected to the primary focus on the setting. However, the 'relative importance' of the Profile in comparison with the setting does keep the horizon in view and views on this theme are able to comprise a legitimate sxatellite topic. The more recent metaphors of photomontage from Hannah Hoch (Boswell et al, 1996) and criss-cross landscape (from Wittgenstein, 1967) also help with visualisation. The photomontage metaphor suggests a collage of different images whereas a patchwork quilt may comprise identical patches. Photomontage also suggests making the familiar strange (ethnographic surrealism) which is important insofar as classroom practitioners inhabit the setting on a daily basis. Whereas the patchwork quilt/photomontage suggests at least different topics related to the common theme of the early years setting, the criss-cross landscape highlights multiple connections between topics and aspects of topics.

6/7/2009 Keywords: writing format, - Certainly a non linear hypertext model allows for a unique way of grouping ideas consistent with the use of sxatellite topics and thematic coding. It would be interesting for example to have a web page designed as a conceptual cxanvas populated with visible sxatellite topics scattered across the page. One version of this would result in a selected topic link revealing a range of reflective topics including related themes and multimedia. The aim with regard to the Mphil/PhD transfer document is far less ambitious but fits its current purpose as a stage of development. 27/9/09 The idea of using a 'search engine' (key phrase: search engine) for accessing Memo data fits within this viewpoint.

14/1/2010 (Keywords: search engine, writing, conceptual cxanvas, evocative objects) The concept of the research as being 'artfully crafted' includes the editing process to facilitate the search/read/write model. Memos need to be sufficiently focused so that the collection of retrieved memos is coherent; they also need to be broad enough to retain their potential as evocative objects. In other words the memos need to include more than just themes precisely matched to the search term, but not be so general as to lose coherence.

24/3/2010 (Keywords: creative analytic paradigm, arts based) Although the creative analytic paradigm appears as a form of arts based research it doesn't seem to fit into any particular category, any particular art form. Its fluid form (see reflections on defining the field Link (​http:​/​​/​www.eyle.org​/​dataset​/​printablefiles​/​serra-field%20as%20an%20emergent%20concept%20updated%20.pdf" \t "_blank​)) suggests a transdisciplinarity consistent with Leavy's (2009) view that,
 "...arts based practices are moving from interdisciplinary to transdisciplinary. In other words, former disciplinary boundaries are disrupted within the expanded qualitative paradigm - making way for integrated cross-disciplinary practices and emergent practices that are not 'housed' in any one disciplinary context." (p.257)
  Arts based paradigms suggest an active aesthetic component though Clowney (online link) (​http:​/​​/​www.rowan.edu​/​open​/​philosop​/​clowney​/​Aesthetics​/​index.HTM" \t "_blank​) notes the slipperiness of the concept when considering the status of objects as Art. However common usage includes both consideration of the impact of objects on the senses and sensibilities of the artist or culture. In relation to the first of these uses the aesthetics of the creative analytic paradigm appeal at the level of its 'conceptual cxanvas' rather than as a recognizable art form. In relation to the second the paradigm is an expression of a personal aesthetic - it is quintessentially my approach and my vision, albeit potentially including the tension implied by multiple voices. Furthermore, the epistemology as process of engagement could be used to locate the CAP, if attempting classification, as a remote form of performance art though the more distant since energized through asynchronous communication, even where this comprises personal reflections through revisiting and editing the dataset. So in response to Leavy's claim that, "...the final representation should be able to stand on its own as a piece of art while simultaneously communicating information"(p.265),the creative analytic paradigm (CAP) is less concerned with 'communicating information' and more focused on generating ideas, constructing responses, reflective thinking, exemplifying possibilities and personal expression. It also needs to be emphasized that the CAP is not 'a piece of art' conceived as one of the predefined socio/historical/philosophical concepts noted by Leavy and considered by Danto (1997)in his book After the End of Art. The CAP is however an aesthetic construct having the potential to impact the senses, though not immediately evident at first glance, and a personal aesthetic. 

24/3/2010 (Keywords: research question, sensitizing concept) The creative analytic paradigm (CAP)is an evolutionary concept centred on a primary sensitizing concept rather than being narrowly focused on the pervasive specific research question.
 "Hunter and colleagues suggest that the legitimized research process consists of the following four stages: (1) problem identification, (2) literature review, (3) methods, and (4) results (p.389)" (in Leavy, 2009, p.10)
  The evocative objects model of the CAP, developed through generative divergent analysis, is a generative process leading to the evolution of experience presented as an artfully crafted conceptual cxanvas.
NB. Hunter et al also highlight various key aspects of the qualitative research process that are concealed from view in the traditional model e.g. 'incubation phase', 'structured intellectual chaos', 'iterative process' (non-linear) and the holistic interface between interpretation and analysis.

4th April 2010 (Keywords: interpretation, active reading, catalytic validity)  The title of the thesis includes, "building a multimedia interpretation"; the title also includes, "Developing a creative analytic paradigm" These two components of the title are related within the broader encompassing concept of arts-based research. Although the creative analytic paradigm (CAP) is conceived as a process the outward form is that of an artfully crafted conceptual cxanvas of glancing impressions being developed as sxatellite topics. As a contemplative dxispositional concept and state of being, developed in response to emerging evocative objects, the CAP is quintessentially a human construct and a personal aesthetic. It is therefore potentially interpretable as an aesthetic object. However, interpretation in the Arts is a controversial area and Stecker's (2002, in Gaut and Lopes) chapter on Interpretation includes a critique of 'actual intentionalism' and a clear discussion of the 'proper aim', 'monism/pluralism' and the 'work meaning' issues. He also draws attention to the ontological issue which focuses on the duality/lack of duality of the object and those interpreting it. "Hence, the object of interpretation is in essence made or altered by the interpretation rather than something entirely independent to which it is addressed." (p332) This is a particularly relevant view because of its direct link to constructivist paradigms in qualitative research and especially because of the process nature of the CAP.
   The aim here is to begin to consider ways of appreciating the CAP consistent with the nature of the paradigm.
   From the perspective of actual intentionalism interpreting a work of art involves comprehending the artist's actual intentions, what the artist was seeking to achieve. So this point of view suggests that Art entails purposeful activity and interpretation involves understanding the artist's purpose. Of course, the achievement may be very different from the initial or final intention, which extends the critique to include 'hypothetical intentionalism'. When considering 'proper aim' of interpretation however, Stecker highlights a range of possible alternative interpretive aims e.g. value maximization which seems to mean identifying value in the work; identifying at least one way of understanding the work even though it is acknowledged that there might be other understandings; understanding the work in the context of social theory and, "There may even be some interpretations that do not literally say anything about a work, but seek to get us to imaginatively contemplate certain actual or possible states of affairs." (p326) This latter seems to have a potential connection with the concept of catalytic validity in qualitative research and also compatibility with the CAP.
  However, Novitz, writing in The Philosophy of Interpretation (Margolis and Rockmore, 2000) rejected the possibility of multiple conflicting interpretations and compared 'elaborative interpretations', dependent on the imagination and creativity of the reader, being potentially exploratory but nonetheless gratuitous, with 'elucidatory interpretations' which focus on understanding.
The idea of "… building a multimedia interpretation…" suggests intention particularly when linked to the artfully crafted conceptual cxanvas. Taking the idea of interpretation as identification of intention it would be reasonable to look for the guiding intentions underpinning the building of the multimedia interpretation within the CAP. What was the author/researcher seeking to achieve when artfully crafting the conceptual cxanvas? The 'work meaning' concept is also particularly relevant as it raises the question of whether the thesis has any particular meaning since meanings are ascribed and perspectival. Further focusing of attention following Novitz' (2000) reference to the 'singularity constraint' is the use of the indefinite article in the title of the thesis, "...building a multimedia interpretation...": the 'a' suggests more than one interpretation is possible and/or different ways of communicating, expressing and recording the interpretation are possible. What precisely is meant by 'interpretation' within the title of the thesis? Clearly the generative divergent analysis model highlights the role of imagination and interplay of reflections. However, whereas the epistemology of the CAP encompasses 'elaborative interpretation', the CAP actively seeks to position itself beyond the "fallibilistic spirit" (Seale, 2007)yet also includes e.g. developing heightened sensibilities while rejecting the view of cognitive transparency advocated by Novitz. 

16th May 2010 (Keywords: ontology, arts based, paradigm, aesthetic) Recent developments in the ontology of art, as noted Rohrbaugh in Gaut & Lopes, 2005), attempt to resolve issues arising from 'type-theories'. A particularly interesting viewpoint is expressed by Davies (2004) who regards the work of art not as the object, the final cxanvas, but as the event, the whole process by which the artist arrives at the final product, which is merely the 'focus of appreciation'. Jackson Pollock's cxanvases come to mind: it's not just the squiggly lines of paint but the riding of the bicycle accross the cxanvas and the idea itself that identifies Pollock's work as art. 
 From this point of view the creative analytic paradigm, as personal aesthetic, as process involving elaborative interpretation generated through experience and the idea of the original combination of constructed ideas presented as a conceptual cxanvas, at least starts to suggest that the thesis is a work of arts based research. 

29/9/2010 (Keywords: conceptual cxanvas, evocative object, sxatellite topic, Search/Read/Write)The relationship of the conceptual cxanvas to the thesis: imagine a virtual landscape, an unidentifiable classroom setting as background - as if in a computer gaming environment. Located within this space are live events in the form of e.g. 20 second video loops, 2 minute video loops, QTVR views, snippets of statistics, looping photo slideshows, audio files etc. Upon encountering one of these events the background fades and a text area appears. The reader is invited to respond to the event by reflecting upon the event as an evocative object. The reflections are automatically added to the database. After leaving the virtual environment the reader is able to access the database through the Search/Read/Write area. The reader's reflections will have been added to the developing sxatellite topics related to live events within the virtual environment. The reader is now prompted to review the ongoing set of reflections for any particular sxatellite topic and write an additional reflection based on the sxatellite topic as an evocative object. 

26th October 2010 (Keywords: sensitizing concept, heuristic, evocative object)  Sensitizing concepts or even sensitizing percepts appear relevant in relation to the formation of sxatellite topics, which originate in relation to evocative objects. (Concepts are by their nature more abstract and percepts more perceptually based.) Some evocative objects are active and some are related to in relation to the latent evocative potential of an object (which may be a specific physical object(s) or event involving object(s)). The temporal position of sensitizing concepts or percepts within the CAP is affected by this active/latent form and can be prior or post engagement with an evocative object. 
  Active evocative object: Where the evocative object takes the form of e.g. a ‘glancing impression’ the object would be actively evocative. The pictorial timeline in the reading area was an object of this sort because it appeared out of place. In this instance the subsequent attention on the object may involve general consideration of the nature of the object/event e.g. reflecting on the function of timetables, recalling pictorial timetables in other settings and identifying any potentially related events. This sort of initial focus helps differentiate the perceptual/conceptual field: in this setting the timetable was at child’s eye level, in that setting it was used interactively by the children at the start of the day, in another setting picture cards were displayed on a flip chart by the teacher’s chair and in yet other settings there was no visible sign of a timeline of this sort. This opening up of the concept is what transforms the initial experience into a sensitizing concept or percept.
Latent evocative object: Where the evocative object exists in a latent form the sensitizing concept or percept will be formed prior to the development of any particular focus. For example, the experience of three child minding settings had the character of latent evocative objects and required active attention in order to differentiate the perceptual/conceptual field, starting with broad similarities and differences. In this instance a poem was written to perform the heuristic function of transfixing the gaze and to provide support for the reflective relationship with the object. The incorporation of latent evocative objects supports broadening the scope of the range of reflections as well as contributing to the population of an artfully crafted conceptual cxanvas. 

27/11/2010 (Keywords: Cubist cxanvas) How does the creative analytic paradigm resemble a Cubist cxanvas? 
 The paradigm is a process - diachronic. The nature of the process is a contemplative relationship to the data. NB. Data is not being used to answer a research question! In other words the emphasis is not on the instrumental but on the quality of the relationship. 
 Data is:-
	raw data captured on e.g. video or through copious notes
	reflections on the raw data
	reflections on the reflections as evocative objects

 The being in relation to the data is facilitated by the artfulness and skill of the researcher i.e. creating the conditions where this ongoing relationship can develop. 
 The appearance of the data is rhizomatic due to the successive reflections and interpretations of the researcher overlaid on the raw data. When the data is viewed in this more holistic way multiple strands, ideas and perspectives occur together - this is the link to and influence of Cubist art and the foundation of the Cubist cxanvas.

31/10/2008 (Keywords: satellite, evocative, sensitizing, cxanvas) The outcome space, a concept taken from Marton's (1986) phenomenography, emerging from this process is a generated and essentially unbounded conceptual cxanvas, though with the horizon of the early years setting always in view. In other words a parameter for legitimating knowledge claims is that the central key topic, primary evocative object – sensitizing concept, is in view. An example of this is where during an interview with a reception class teacher the conversation drifted onto the time consuming nature of the Early Years Profile. In itself the Early Years Profile is not directly connected to the primary focus on the setting. However, the 'relative importance' of the Profile in comparison with the setting does keep the horizon in view and views on this theme are able to comprise a legitimate satellite topic.

6/7/2009 (Keywords: writing format, satellite, hypertext) Certainly a non linear hypertext model allows for a unique way of grouping ideas consistent with the use of satellite topics and thematic coding. It would be interesting for example to have a web page designed as a conceptual cxanvas populated with visible satellite topics scattered across the page. One version of this would result in a selected topic link revealing a range of reflective topics including related themes and multimedia.

4/4/2010 (Keywords: satellite, cxanvas) Although the creative analytic paradigm (CAP) is conceived as a process the outward form is that of an artfully crafted conceptual cxanvas of glancing impressions being developed as satellite topics.






All the schools and child minding centres visited during the course of writing this thesis, including head teachers, class teachers and student teachers, were informed about the nature and scope of the research and gave permission voluntarily for the multimedia content to be used and signed consent forms. I was informed by the schools and child minding centres of individual children where parents had withheld consent and these children were omitted. Furthermore all multimedia content is password protected. Multimedia content does not identify children specifically and video clips which include children are now already at least two years old. 






Available at http://earlyyearslearningenvironment.blogspot.co.uk/ (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​​)
Alternatively available from the Podcasts link at                    http://www.eyle.org (​http:​/​​/​www.eyle.org​) 
SATURDAY, 10 MARCH 2012
8. The eigth in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment Creative reflection (​http:​/​​/​www.eyle.org​/​CreativeReflection.mp3​)
POSTED BY 1ANTHONY1 AT 9:09 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2012​/​10​/​8-eigth-in-series-of-5-minute-podcasts.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=1891266426773243230​)
SUNDAY, 18 SEPTEMBER 2011
7. The seventh in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment Spatial knowledge (​http:​/​​/​www.eyle.org​/​SpatialKnowledge.MP3​)
POSTED BY 1ANTHONY1 AT 12:54 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2012​/​09​/​the-seventh-in-series-of-5-minute.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=2991020997319871477​)
FRIDAY, 3 DECEMBER 2010
6. The sixth in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment Educational connoisseurship (​http:​/​​/​www.eyle.org​/​PHPtestSite​/​eyleBlog6Dec2010eisner.mp3​)
POSTED BY 1ANTHONY1 AT 4:36 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2010​/​12​/​6.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=7144390926437226807​)
MONDAY, 22 MARCH 2010
5/The fith in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment The heuristic use of poetry (​http:​/​​/​www.eyle.org​/​PHPtestSite​/​podcast5poetry.mp3​)
POSTED BY 1ANTHONY1 AT 3:27 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2010​/​03​/​5the-fith-in-series-of-5-minute.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=4883732005663846479​)
TUESDAY, 9 JUNE 2009
4. The fourth in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment Reflections on Partition Screens (​http:​/​​/​www.eyle.org​/​PHPtestSite​/​eyleBlog4June09.mp3​)
POSTED BY 1ANTHONY1 AT 11:26 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2009​/​06​/​4.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=4265901550503687214​)
TUESDAY, 17 FEBRUARY 2009
3. The third in the series of 5 minute podcasts focusing on qualitative research and the early years learning environment: the nature of research (​http:​/​​/​www.eyle.org​/​PHPtestSite​/​eyleBlog3Mar09.mp3​)
POSTED BY 1ANTHONY1 AT 7:30 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2009​/​02​/​3.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=3150415740648986820​)
MONDAY, 2 FEBRUARY 2009
2. The second of a series of 5 minute podcasts focusing on qualitative research anf the early years learning environment: the concept of validity (​http:​/​​/​eyle.org​/​PHPtestSite​/​eyleBlog2Feb09a.mp3​)
 (​http:​/​​/​www.eyle.org​/​PHPtestSite​/​eyleBlog2Feb09.mp3​)
POSTED BY 1ANTHONY1 AT 8:52 PM  (​http:​/​​/​earlyyearslearningenvironment.blogspot.co.uk​/​2009​/​02​/​2.html" \o "permanent link​)| 0 comments (​http:​/​​/​www.blogger.com​/​comment.g?blogID=3031852729389472981&postID=4186058361883500820​)
MONDAY, 19 JANUARY 2009














Annex 2: Links to Creative Analytic Paradigm illustrative multimedia

Latest version of the hypertext interface http://eyle.org (​http:​/​​/​eyle.org​) 

	Includes access to:
o	Search/read/write (NB this merges back and front region i.e. not designed to be read so much as to be interacted with)

o	QTVR dataset – this is a prototype virtual tour related to the exploratory journey metaphor

o	Podcasts – introduced as a series of 5 minute podcasts focusing on qualitative research and the early years learning environment

o	Unfinished resources – multimedia content underpinning the satellite topics

o	Miscellaneous – includes supplementary reflective writing, cognitive models and creative content e.g.  Water play and Wellies songs


NB. Access to all areas is password protected. 








Annex 3:  Abstracts for Conference presentations

o	Conference details: ICE conference Samos, Greece, 5-7/7/2012
Title of presentation: Generative research and the creative analytic paradigm
Abstract: Whereas quantitative research values quantitative data and qualitative research values qualitative data, the identity of the new concept of generative research is in its valuing of generated ideas. The paper will present the case for generative research in terms of approaches to evaluating the quality of research and include examples of potential candidates for inclusion within this category of research. The Creative Analytic Paradigm (CAP) can be understood as a prototypical paradigm within generative research. The paper will also present an outline of this approach and give particular attention key concepts in the CAP. An illustrative example of the application of the paradigm will be drawn from the context of the early-years physical learning environment (Reception/Nursery aged children). Both the concept of generative research as well as the potential afforded by the creative analytic paradigm would be of general interest to practitioner researchers at all stages of education. The specific illustrative application of the CAP to the early-years physical learning environment would be of particular interest to early-years practitioners.

o	Conference details: University of Worcester conference organized by David Arnold & Jane George (Arts, Humanities & Social Sciences Dept.) “A Place, A Space”, 21/6/2012
Title of presentation: Supermodernity and the early-years learning environment




o	Conference details: University of Worcester Postgraduate Student Conference City Campus, 15/6/2012
Title of presentation: Generative divergent analysis – a creative approach to analysis within educational research
Abstract: The approach to analysis within educational research needs to be matched to the purpose. The presentation will outline and exemplify a customised approach to analysis identified as generative divergent analysis (GDA). The GDA model was conceived as a parameter for the Creative Analytic Paradigm (CAP) in order to allow for the paradigm’s more open format. Within the CAP the purpose of analysis is to identify points of contact with the phenomena of experience which generate and have the potential to generate reflection. The analytical process also involves elaboration of the associated themes. Analysis begins with and includes differentiating the perceptual field by noticing naturally occurring objects of interest/actively evocative objects and/or by actively focusing attention (re latent evocative objects). As a constitutive and creative process, analysis within the GDA model includes looking away from the object evoking the initial response and following the generated ideas, rather than being specifically concerned with deconstructing the object itself. This more creative and imaginative way of thinking relates well to the concept of divergent thinking and to ideas of fluency, flexibility and originality. Divergent analysis within the GDA model is generated in experience and relates to a contemplative process model of research as ‘relationship’.

o	Conference details: Annual Postgraduate Research Student Conference 2012, 9-10/5/2012
Title of presentation: Supermodernity and the early-years learning environment
Abstract:  Making the familiar strange is a recognizable aim of social research. The ‘enabling environment’ is a key area of interest for early-years practitioners. However, the early-years learning environment with its furnishings, resources and displays is familiar territory that can pass unnoticed precisely because of its familiarity. Can concepts of ‘non-place’ and Supermodernity provide an alternative yet accessible perspective that defamiliarizes the early-years setting? Do the binary themes of transit-residence, interchange-crossroads, passenger-traveller and housing estate-monument have parallels in early-years settings? The presentation will focus on examples from Reception/Nursery settings in the context of Auge’s concepts of ‘non-place’ and Supermodernity used as orienting concepts. Particular attention will be given to classroom displays and partition screens as a way of focusing attention on a range of themes including semi-private and relational space related to principles of early-years practice. The presentation will reflect on micro-events bringing spatial concepts into focus.

o	Conference details: Annual Postgraduate Research Student Conference 2010, Francis Close Hall Campus, University of Gloucester, 10-11/5/2010
Title of presentation: Developing a creative analytic paradigm: is a research question necessary?
Abstract:  Qualitative research in education invariably finds its direction from the precise formulation of research questions. The research question itself is regarded as vitally important because it focuses attention from the broad area of interest to the specific research interest. Questions of choice of methodology and validity of the research are generally seen to be closely connected to the specification of the research question. However, is a precisely formulated research question always desirable or always necessary? The aim of the presentation will be to begin to answer this question by outlining some of the key characteristics of the creative analytic paradigm. 
  Whereas educational research is often associated with Action Research models and school improvement of one form or another is there a place for a concept of research which traverses the boundaries of educational discourse?   The creative analytic paradigm is one such concept and can be identified as part of a generic Arts-based approach to research. During the presentation there will be a focus on the paradigm-as-process as a postmodern counterbalance to other paradigms. Attention will be given to the nature of research as a developing disposition, contemplative activity and form of self-expression.  The epistemology of the paradigm will be located beyond the ‘fallibilistic spirit’ but also in terms of developing sensibilities and as part of a personal aesthetic.  In order to bring the evolving creative analytic paradigm into focus there will be an outline of the generative divergent analysis model, including the role of evocative objects, satellite topics and the heuristic use of poetry. The active reading model will be illustrated, as part of an IT approach to writing the research. Examples of the application of the paradigm will be taken from Reception classes in primary schools.


o	Conference details: Making a Difference? The impact of Educational research on theory, practice or policy, Sixth Postgraduate International Student Conference, Leicester University, 2/7/2009
Title of presentation: Deconstructing the creative analytic paradigm: reflections on generative divergent analysis and primary practice

Abstract: This paper will focus specifically on the topic of paradigm development in relation to my ongoing Mphil/Phd thesis entitled: “Developing a creative analytic paradigm when building a multimedia interpretation of the Early Years physical learning environment.” This thesis originated as an attempt to present different perspectives on the Early Years physical learning environment using multimedia. The paper will present a dispositional concept of educational research that is characterised by an evocative objects model. The role of a primary sensitizing concept, free association and orienting concepts will be highlighted. There will also be reference to the use of multimedia for writing the research as a creative response and way of developing the research understood as process. The paradigm development will be located within the historical context of educational and qualitative research.
  This paper is particularly relevant to the title of the conference insofar as it focuses on the development of a research paradigm that can be readily assimilated into the role of the teacher, but which can also be developed in a more formal manner. In this more structured form the research also seeks to explore the potential offered by recent developments in information communication technology for providing greater responsiveness when writing research. 
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Generative research and the creative analytic paradigm
 Anthony Barnett Email: a.barnett@worc.ac.uk (​mailto:a.barnett@worc.ac.uk​)

Abstract.  Whereas quantitative research values quantitative data and qualitative research values qualitative data, the identity of the new concept of generative research is in its valuing of generated ideas. The paper will present the case for generative research in terms of approaches to evaluating the quality of research and include examples of potential candidates for inclusion within this category of research. The Creative Analytic Paradigm (CAP) can be understood as a prototypical paradigm within generative research. The paper will also present an outline of this approach and give particular attention key concepts in the CAP. An illustrative example of the application of the paradigm will be drawn from the context of the early-years physical learning environment (Reception/Nursery aged children). Both the concept of generative research as well as the potential afforded by the creative analytic paradigm would be of general interest to practitioner researchers at all stages of education. The specific illustrative application of the CAP to the early-years physical learning environment would be of particular interest to early-years practitioners.

Categorization of research is not a simple process of using concept indicators to identify category membership. Although classical rule-based approaches aim either to identify attributes that are necessary and sufficient or, less precisely, assign items to categories where one or more attributes are possessed, in practice it may not always be possible to establish clear and unambiguous rules or boundaries. Approaches to categorization in light of these difficulties have included use of exemplars, prototypes and idealised cognitive models (Poitrenaud, 2005; Dey, 1999; Lakoff, 1987). 
The idea of category levels for research methodology in terms of superordinate, basic and subordinate was suggested by Lakoff  (1987). In relation to research methodology the concepts would be ‘type of research’, ‘research paradigm’ and ‘research design’. The concept of research design would be identifiable as a subordinate category resembling Kuhn’s (1977) construct paradigm. The research paradigm as a basic category resembles Kuhn’s metaphysical and sociological paradigm where the methodology is influenced by ontological and epistemological beliefs. Examples are ethnography, action research, grounded theory, critical theory as well as post-positivism and constructivism. However, social research also tends to be referred to generally as quantitative, qualitative or mixed methods.  This more general way of referring to social research is the superordinate category. The position adopted in this paper is that ‘generative social research’ is an encompassing superordinate category in contrast to the qualitative, quantitative or mixed methods types of research.
The rationale for considering generative social research as a separate superordinate category relates to the evaluation of the quality of social research and to potential publication outlets. This is relevant specifically where stretching the boundaries of qualitative research locates any particular research study as marginal, e.g. arts-based research (Leavy, 2009).  The literature in this area is extensive and covers a diverse range of views on a range of issues. Within the context of the growth of an audit culture Smith & Hodkinson (in Denzin & Lincoln, 2005) suggested that the quality evaluation framework of Spencer et al (2003), produced as a UK Cabinet Office report, had the unarticulated aim of providing a definitive set of criteria encompassing almost all forms of qualitative research, with the associated implications for publication and funding. More generally, when focusing on lists of criteria as micro and macro political processes, they drew attention to the EPPI centre list of criteria noting how “many high-quality research papers would be rejected if all these criteria were seriously enforced” (p.925), referring to ethnography as an example of potentially high quality research, even those ethnographies without a clear methodology. Though a research study may be high quality research within its own terms of reference, it may therefore be more appropriate to include it within an alternative superordinate category if there are several alternative paradigm studies with a family resemblance.  






Although Stebbins (2001) referred to several forms of exploratory research, typically exploration of the field and the generation of ideas is a stage in a larger research design. Within grounded theory, for example, the ongoing analysis of data, generation of ideas and theoretical sampling process suggests exploratory activity is an integrated component of the grounded theory methodology. From the point of view of the connection with ‘generative social research’ it is significant that, “exploration aims to generate new ideas and weave them together” (Stebbins, 2001, p.9), “the accent in exploration is forever on the inductive generation of new concepts and empirical generalizations” (p. 9) and “these materials can be juxtaposed to generate new ideas born of the contrasts that sometimes appear” (p. 24) (emphasis added). 
Critical pedagogy
The methodological approach of critical pedagogy is based on the “centrality of the writing process rather than any supposed research process” (Brown & Jones, 2001, p.8) and involves the practitioner researcher in the “construction of self in relation to the professional/social context” (p.78). Practitioner researchers utilising the critical pedagogy approach begin by producing written reflective descriptions of their practice. The written descriptions are produced as responses to past action as well as future orientation and sources of further writing. The ultimate meaning of any of this descriptive writing (also understandable as reflective diary entries) is never finally fixed but always deferred and open to reinterpretation as part of a circular hermeneutic process.
Critical pedagogy suggests itself as a candidate for inclusion within the superordinate category of social generative research because of emphasis on open ended responses to ‘bafflements’ and ‘remarkable moments’ (p. 140) as a way of opening up meanings rather than seeking secure answers. The process of deconstruction through revisiting and rethinking established teaching practice seeks to “invoke and provoke potential meanings and/or different perspectives” (p.135). The intention is not specifically to describe reality but to produce ‘active interpretations’ (Derrida, 1978, p.292) in order to question practice as part of a responsible approach to deconstruction.

Arts-based research
Examples from arts-based research include the approaches of Rasberry and also Mullen & Diamond (in Bagley & Cancienne, 2002). The approach of Rasberry involved open-ended and unstructured weekly meetings with a group of eight year old children “purposefully engaged in acts of improvisation” (p. 109) within a music/drama context. The research sought to “bring dreaming and researching together” (p.106) as the research traced its “beautifully serpentine course” (p.105). Although aims were not formally specified the research process sought to contribute in a supportive way to living creatively in an uncertain world, “to live poetically and creatively in the world with others” (p. 108). Improvisation was regarded as part of the concept of research itself. Recording and representing data involved playing with the data, manipulating and fictionalising it as essential constituents of the concept of research as a process, and to encourage self-reflexivity.
A different way of generating ideas was suggested by Mullen & Diamond (in Bagley & Cancienne, 2002) who used “carnival as a transgressive metaphor for educational research conducted as entertainment and diversion” (p. 133). The role of the researcher is in this Postmodern Arts-Based Educational Research (PABER) is that of circus barker who orchestrates an extravaganza of poetry, prose and sketches. Participants, and co-producers of the poetry, prose and sketches, act in the role of circus troupe members such as tight-rope walkers, illusionists, jugglers and untamed animals. The performances generate the data which is described and commented upon as part of the researcher’s role as barker.
It is evident from the review of these approaches that generating ideas through imaginative engagement with the data is an inherent part of the research process. For Rasberry in particular, the generation of unimagined possibilities influences engagement with the data as part of a way of living a poetic and creative life. In both approaches, generativity is not a type of exploratory stage within a research design but an integral component of a more holist research experience.

Approaches involving semiotics
Although semiotics can provide clear and persuasive readings of the object of attention as for example in some studies of clothing semiotics, it is important to realise that “semiotic analysis invariably consists of individual readings” (Chandler, 2002, p. 221). Junge’s (1994) article (‘The perception of doors: a sociodynamic investigation of doors in 20th century painting’) draws on different fields and disciplines including environmental psychology and semiotics to speculate about meanings of space. The interpretations are grouped into the major themes of ‘dialectical integration of inside and outside’, ‘interiors and the experience of intimacy’, ‘exteriors and the experience of separation’ and ‘transcendence’. The article is particularly interesting because of the speculative approach that also includes elaborative interpretation which, by its evocative subjectivity, invites the reader to suggest alternatives. 

Creative Analytic Paradigm (CAP)

Key parameters of the CAP are:
	Contemplative, dispositional concept of research
	No specific research question
	Central role of evocative objects
	Impressionistic rather than systematic or rigorous
	Concept of analysis as generative and divergent
	Developed through use of orienting concepts and the heuristic use of poetry
	Realised as a relational process in the form of satellite topics comprising a conceptual canvas

Research is typically regarded as an active process of data collection, analysis and interpretation of results as the outcome of investigating a precisely defined research question. By contrast the CAP entails the unhurried positioning of the practitioner/researcher in relation to a more generalised contemplative object – referred to as the primary sensitizing concept. The importance of this positioning is in the maintenance of this object as part of the perceptual/conceptual field during both the incubation of glancing impressions and also during the transformation of the perceptual/conceptual ground into figure. It is precisely because of the lack of differentiation of the encompassing field that the development of a state of being in relation to the field is so important. From this point of view there is an intention to develop a relationship with the primary sensitizing concept, a 'getting to know it' and a becoming acquainted with it, and in the process developing ways of thinking in relation to evocative objects arising out of this acquaintanceship. An example of a primary sensitizing concept for illustrative purposes is ‘the early-years physical learning environment’ e.g. Nursery/Kindergarten/Reception settings.
Qualitative research typically values ‘thick descriptive detail’ and is well illustrated by Eisner’s (2005) educational connoisseurship which involves savouring subtle differences in data made possible by intimate familiarity. By contrast the CAP focuses on glancing impressions, momentary encounters, ‘bafflements’ and ‘unfinished resources’ (Mason, 2005). With no specific research question, the research is not driven by the urgency of typically more focused approaches. Instead of filtering out details irrelevant for answering the research question, 

	Ideas have time to incubate
	Possibility of acknowledging aspects of the phenomena not immediately relevant or meaningful
	Possibility of experiencing more fully
	Quality of the experience is central

There is a synergy with Eisner’s (2005) view that

“By productive ambiguity, I mean that the material presented is more evocative than denotative, and in its evocation, it generates insight and invites attention to complexity” (Eisner, 2005, p180)

Research activity within the Creative Analytic Paradigm (CAP) is a contemplative relationship entailing differentiation of the perceptual and conceptual field at the manageable level of practical everyday experience. The emphasis is heightened sensibilities and alertness, multiple and elaborative interpretations, exemplifying possibilities and speculative thinking. 
The methodology is encompassed by the generative divergent analysis (GDA) model. Bold (2012) emphasised that the analytical process needs to be matched to the purpose of the research and justified in terms of its utility.  She advised developing a customised approach to analysis. The GDA model was conceived as a parameter allowing for the more open process format of the CAP. This approach to analysis draws on the pioneering concepts of divergent thinking and creativity referred to by Guilford (1959), particularly the concepts of ‘ideational fluency’ which relates to producing ideas, ‘spontaneous flexibility’ related to producing unbounded ideas, ‘adaptive flexibility’ related to reinventing the problem when devising possible solutions, ‘elaboration’ related to producing coherent wholes from partial starting points and ‘originality’ which includes unusual responses and remote associations.
The GDA model is based on the empirical grounding of ideas in experience. Divergent and creative thinking is generated in response to glancing impressions, momentary encounters and ‘bafflements’. This way of thinking originated in Turkle’s (2005) concept of ‘evocative objects’ as objects to think with. Within the CAP, the associational thinking generated in response to these evocative objects is developed as an ongoing contemplative process, taking shape as satellite topics in relation to the primary sensitizing concept (e.g. ‘the early-years physical learning environment’). The array of satellite topics effectively constitutes the research project’s conceptual canvas. The specific progenitor of the conceptual canvas concept was Apollinaire’s definition of Cubist Art as

“…the art of painting original arrangements composed of elements borrowed from conceived reality rather than from the reality of the vision” (Chipp, 1968, 219)























































(Fig 2: radial form)

An illustrative outline impression of an emerging satellite topic 




















Initial meanings evoked through encounters with this evocative object related to the following themes, developed as narrative reflections supported by use of orienting concepts taken from related literature. The rhizomatic entanglements within satellite topics occur through the association of some of the themes with different satellite topics e.g. semi-private space has multiple associations:

•	Play or Exploration and mastery
•	Solitary play
•	Ascetic / orgiastic play (Fleming, 1996)
•	Miniature replica / stylised train




•	Curriculum relevance (Sutton-Smith, 1986)
•	Semi private space (Gump, 1987)
•	Spatial layout
•	Zone of proximal development (Lippman, 2002 & 2004, Practice theory)
•	Child initiated learning
•	Old resources and bureaucracy (Fenech & Sumsion, 2007)

Brown & Jones (2001) re-emphasise how the developing professional conversation is not aimed at proving or confirming anything but is focused more on sharing of experiences, suggesting questions and raising awareness of potential decision points.

“For me, the notion of behaving differently is caught up with wanting to resist resolution which merely repeats previous actions or strategies. Rather, I enter the next situation with residues of past experiences and it is these traces which prevent me from feeling complacent or satisfied with aspects of practice” (p.140)

Concluding statement
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Annex 5: Creative Analytic Paradigm (CAP) technical report
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	Dealing with programming issues p. 290


  As noted in the Introduction the thesis originally included a focus on “…building a multimedia interpretation …” The idea of building comprised two component parts: 
	1/ constructing through use of a set of ‘meanings’ from experiences in relation to the early-years physical setting and; 
	2/ building a multimedia interpretation through use of the tools of information and communication technology (ICT) to create the structure 
The ICT development work related to the second bullet point supports understanding the CAP as an open ended exploratory journey. As the current form of the CAP is essentially text based, involving snapshot views of satellite topics, this technical report highlights development issues arising from the use of ICT rather than providing a comprehensive account of the prototypical multimedia framework at the level of programming language. Although the thesis in its current form is essentially text based, the online search/read/write memo writing facility in particular is an integral component and the multimedia version of the paradigm is also referred to in several places. I decided to include this technical report within the body of the thesis because of the extent and scope of the ICT development work and because including the report is consistent with the genealogical format of the thesis. The reader may choose to skim through some of the more technical jargon but would find it useful to access the multimedia content before reading chapter 6 and 7. The current multimedia prototype can be accessed using the QTVR dataset link with the password  ‘ringwood’  at http://www.eyle.org (​http:​/​​/​www.eyle.org​)  as explained in  Annex 2. 
Historical viewpoint
  From the perspective of the historical development of the thesis during a period of several years, the form and potential of computer technology changed and this had an impact on the progress and development of the ICT framework. In 2002 read only and writable CDROMs were common but DVDs were just beginning to appear; computer processor speeds were only a fraction of current speeds and; hard drive memory was comparatively very limited particularly for video editing. Under these conditions it was a common experience for the computer to freeze during video editing and video projects had to be regularly transferred to the Recycle Bin once a video clip had been produced. There was also a learning curve when using video editing software e.g. Media Studio Pro and later Adobe Premiere 6.5 and then the CS version. Quality and compatibility of video clips under these conditions was therefore variable. The more recent trend in ICT has been in the direction of web2.0 technology with the consequent need to re-edit video clips to make them suitable for streaming from a web server. It also became apparent that different browsers, screen sizes and resolutions present web pages differently, so cross checking is necessary for web development. Designing with web style and web standards in mind started to come into focus. In other words what was originally conceived as a straightforward idea of using ICT started to be encompassed by a widening range of design issues.

Interface design: hypertext environment
  Research into website design highlighted common expectations of visitors to websites (Lynch & Horton 2008; Inglis & Joosten 2002; Jain et al 2002). However, as a research report rather than website the expectation was that readers would be more receptive to divergences from the norm with regard to the appearance of the page. Although the typical website reached via a search engine usually gets no more than a few seconds to entice the web surfer to stay and explore the site, as a research document involving an innovative approach to writing it  was to be expected that readers would be more willing to explore the interface. Furthermore, insofar as one of the aims was to match the presentation format to the research rather than fit the research to the format, the intention was to be less bound by conventions (Richardson & St. Pierre 2005). Nonetheless, it did seem reasonable to follow some of the basic conventions in order to improve accessibility e.g. with regard to position of page header, navigation and contact details, breadcrumbs trail, placement of help and within site search engine. Furthermore, consistent with the commonly held view of ICT as a tool, the aim was to make the ICT as transparent as possible. Consequently glossy images and gadgets were eschewed in favour of functionality though hopefully without forsaking basic appeal.
  Some of the key issues that involved considerable development work were endeavouring to help the reader avoid getting lost in hyperspace and how to develop an active reader model. The first of these issues as highlighted by Spiro et al (1992) and Nix & Spiro (1990) includes two aspects: 1/ how to know current location with reference to the main contents area and; 2/how to know that key areas of the hypertext environment have been accessed.
	Hypertext environment Version1: In relation to the first of these issues, (how the reader would know their current location) one of my early approaches to the design of the hypertext environment was to use the now somewhat less popular frames model of website design (Fig.7). Using this model the navigation frame remained constantly in view so returning to the main screen was straightforward, though the tree structure of the site was not visible. As can be seen from the image, screen space was also being taken up by the side and bottom frames resulting in reduced viewing area space. The problem of recording embedded Flash ActionScript3 links (important from the point of view of enhanced interactivity) was particularly challenging within this frames model. There was also a sense of features being included for their own sake so a Cascading Styles Sheet (CSS) (Freeman & Freeman 2005) based solution using iFrames started to be developed. 
	Hypertext environment Version 2: The second version (Fig.8) incorporated a breadcrumbs trail adapted from a generic JavaScript code, formatted using CSS. In this version, a record page had still not been included to display the visited links either during the session or as a permanent record (important with regard to the second issue noted above). However, the JavaScript code used in the frames version to record visited links was based on an adapted shopping cart script using cookies, and a version of this would probably have functioned within the iframes mode. However I didn’t develop this due to the complexity of integrating the desirable Flash Action Script 3 links, and it was left as a future target.
	Hypertext environment Version 3: In a more recent version the breadcrumbs trail was used in a slightly less consistent way due to the introduction of a password protected and registration area due to ethical considerations related to public access (Gold 1989; Appendix 7). Links to a Discussion Board and Blog were also located outside the basic template partly in response to feedback on development of the site and partly as way to continue exploring Web 2.0 options (Richardson 2009). However, progress with development of the Wiki framework using this approach had the implication that tracking might be incomplete since areas of the hypertext environment would always be outside of any in site recording system.


	The current version (Annex 2) includes a prototypical virtual tour as part of an exploratory journey metaphor. The tour is based on Quick Time Virtual Reality (QTVR) views created with Stitcher software and uses the more recent TourWeaver software which provides greater interactivity within a walk through virtual environment. The interactive content, which includes video and audio clips, is encompassed by the search/read/write memo writing facility. The above mentioned issues of getting lost in hyperspace and recording how much of the content has been covered have not yet been addressed.
Active reader model: In relation to the second of the above mentioned key issues, (how to develop an active reader model) the active reader model started to take shape from the concept of internet newspapers (Xigen 2006) which include reader blog and Wikipedia features. These characteristic web2.0 technologies support the process model of research as an evolutionary concept. One of the opportunities from using ICT as the writing format resides in the capacity, provisionality and interactivity functions. In the example hypertext environments of the second version, interactivity was supported by the use of the Structured Query Language database (MySQL) (Balling & Zawodney 2004) with server based technology providing the capacity for the reader to upload relevant photos and written comments. In the more recent version, the Wiki format was developed using the form of the Search/Read/Write area, which supports readers interactively contributing to the research as a process. The initial coding included adapted ready-made snippets of Extensible Markup Language (XML) (Mcgrath 2007; Ray 2003) and Extensible Stylesheet Language (XSL) and javascript with email support from Prof. Jeanine Meyer of Columbia University who was located via a user group discussion area. However, as I developed more familiarity with the different options simple use of the Hypertext Preprocessor (PHP) and MySQL languages (Davis & Phillips 2006; Meloni 2006; Wandschneider 2005; Yank 1995) was a more straightforward choice. I then incorporated the highlighting code using script produced by Julian Robichaux (nsftools.com [no date]). I have included main coding for my Search/Read/Write search engine as an appendix item (Appendix 3). Although numerous web2.0 websites support photo sharing, blogging and Wiki, e.g. ‘Flickr’ , a primary consideration when writing the thesis was developing a creative response to the data, and a move away from fitting the data into established channels. (A more specific description of this idea is included in the Introduction to the thesis (chapter 1) focusing on the history of the development of the idea of the thesis). Consequently, it was important to focus on designing the hypertext environment rather than accepting a readymade template.


Range of software applications used
  A wide range of software was used during the development of the research. The list includes: ATLAS.ti, Stitcher, 3DsMax, Google Sketchup, Adobe Photoshop, Adobe Premier, Adobe Flash (Green & Chilcott 2006), Dreamweaver, Soundbooth, Inspiration, Adobe After Effects, MySQL, PHP MyAdmin, OneNote, Ipswitch WS_FTP, Altova XML spy and TourWeaver. Inevitably alternatives are available e.g. there are various qualitative data analysis software packages such as ATLAS.ti, MAXqda2, NVivo7, Transana 2.3 and NUDIST as reviewed by Silver and Lewins (2007). For the sake of this technical report only some of the considerations emerging from the initial use of the ATLAS.ti software will be highlighted as this was the main Computer Assisted Qualitative Data Analysis Software (CAQDAS) used during this period.
  The original use of ATLAS.ti was for coding data collected from schools and early-years settings. The Memo feature of ATLAS.ti was also used for ongoing reflections. I decided to use the ATLAS.ti software because it seemed to provide greater flexibility when analysing video data and also because of the ease of use of the software.  However, although the versions 5 and 6 of the software supported video quotations from multiple videos they didn’t support making compilations of the video quotes. A further drawback was the time indexing that required some interpretation when accessing quotations from within the Adobe Premier video editing software. 
 Furthermore, although ATLAS.ti provided a number of templates for exporting the complete hermeneutic unit in the form of an *.html or *.xml file (which could then be used as a data set for archiving), these were not ideal ways to format the video quotation and memo data for the current thesis. Moreover, even though it was possible to create custom templates using the XSLT and JavaScript programming languages these were still not sufficiently responsive to the emphasis on the personal expression that is fundamental to the Creative Analytic Paradigm (CAP). In the more recent versions of the IT framework, the Atlas.ti memo store was replaced by a MySQL database, including public accessibility and password protected areas that could be made available to registered readers. This approach was particularly supportive of the process model that is central to the CAP. 
  Extension of the coding for the Search/Read/Write memo dataset search engine made it possible to separate readers’ contributions which represented good progress with the development of the paradigm as a creative format. This has been developed further by providing each participant with their own login and their own unique identifier and text colour. This enables contributions to be easily identified when searching for compiled reflections across multiple users. Readers are also able to edit any of their contributions. Further refinements are currently being developed e.g. providing an option to recover only the contributions of a named contributor. This would be useful for an individual contributor wanting to develop their own set of reflections outside of the collaborative context. 
  In relation to archiving, the literature has given particular attention to the need for standardised archiving formats and ethical issues relating to the reanalysis of archived data sets (MIQDAS [no date]) e.g. where the archived data is being used for some alternative purpose that some of the original participants may disapprove of . However, the question of submission standards is reminiscent of the EPPI centre systematic reviews and from the point of view of the information technology version of the CAP e.g. with regard to the Wiki style and the creative process, there would be no attempt to present the data set with reference to a common set of standards as the CAP is positioned within the generative social research format (developed in chapter 7).
Dealing with programming issues















....4/7/2008...xxxx Question about nature of the research: What is the difference between a single edition online magazine and my approach to research? Online magazine has general theme e.g. girls' fashions; magazine may contain fictional writing e.g. stories, even poems; magazine will include illustrations and photos e.g. of current fashion items of interest; possibly interviews with leading fashion designers and; articles on the history of fashion etc. The magazine items will be organised into a coherent format though interviews may not follow research interview guidelines. The current research is underpinned by an explicitly considered research methodology, supported by a consideration of research issues and contextualised by research methodology literature and reference to academic texts. Criteria for evaluating quality of the research are different from the criteria for evaluating the quality of the online magazine xxxx


…. 4/3/2008… xxxx A time-based text could be an alternative to linear or non-linear texts. Essentially this means reading would require several visits to the text. Although possible to read the text uninterruptedly in one visit a time-based text would need to be revisited because the content would be presented differently on each occasion. One realisation of this format resembles an online newspaper with continuously updated news flow. In this instance the paper can never be read in its entirety because it is in a state of constant change. Today's headlines continue to have a place on the page but as subheadings. Over a period of time these subheadings are removed from the front page but remain as searchable links embedded in other pages. In the case of research presented in a DVD format there is necessarily a finite limit where there is no live update feature so Internet version would be preferable. This sort of design could generate a more interactive type of experience by requiring responses to randomly generated events. Any type of non-linear time-based text would require an organised tracking system to provide feedback on progress through the text xxxx

Visit to a Reception class
             Functional, purposeful, colourful
             Inside and out and calm

                      Standing in the doorway
                      Sleeves concealing hands
		 Looking out
                                      Hands in pockets
         Wandering about

                      And we’re not moving
                      Staying with the Blocks
                      Staying with the Towers

                      And now we’re just together
          Sitting on a chair
          On the seat and arm
                   No, wait… I’m crawling over there
        - And back again
And to the winding train

                     Staying with the writing
                     Staying with sand

                    Egg timer held on head
                    And Action Man in hand
       Waving sleeves and flapping sleeves fun
                    Hanging round the areas
Jumping up and skipping

     Tidy up time… music - now the day is done

                                                                              16/11/2010

Noah’s Ark Poem
As I wander through the space
Hands neatly placed in pockets
        Expressionless face
                                       Then pause
Rocking to and fro’, to and fro’
No thought of play or place to go

Do I know that I am standing 
In the centre of the room
               Life going on around me?
Am I listening to the music?
Am I dreaming of the day?
Do I hear the teacher calling
To tidy classroom things away?
Do I notice children passing
While rocking to and fro’?

What’s this beside me, what’s inside?
Press down, jump up, look around, 
It’s time to go.


18/11/2010 (Keywords: Eisner, connoisseurship, interpretation, arts-based research)In Educational Connoisseurship and Criticism, published in the Journal of Aesthetic Education (Eisner 1976) Eisner argued in favour of the artistry of teaching as ideographic activity within unique and particular circumstances and contexts. He was critical of scientific and technological approaches to schooling arguing that the nomothetic approach led to oversimplification and quantification, preoccupation with objectives, standardisation and the attempt to ‘objectify’ knowledge. He explained that connoisseurship involves informed perception in order to see in a more nuanced way, the ability to discriminate subtle differences and the refined apprehension of qualities. Familiarity, experience and awareness of context contribute to connoisseurship. Although Eisner recognised that multiple interpretations are encouraged by ambiguity he also recognised the value of referential precision in order to restrict the potentially limitless number of idiosyncratic interpretations. This way of thinking recalls philosophical questioning of the need for interpretation where there is no ambiguity as well as discussions of the intelligibility of the concept of multiple interpretations or whether there can be only one true interpretation. In relation to this tension between referential clarity and imagination the CAP seeks to remain rooted in experience while not restricting potentially valuable transgressive meanings. “Good theory in education, as in art, helps us to see more; it helps us to think about more of the qualities that constitute a set of phenomena. Theory does not replace intelligence and perception and action, it provides some of the windows through which intelligence can look out onto the world” (p.140).


5th January 2012 (Keywords: Layder,orienting, adaptive, concept-indicator links) Layder (1998) identified four types of concept-indicator links: behavioural concepts, systemic/structural concepts, bridging/mediating concepts and general/theoretician's concepts. My observation of children playing in the in-between spaces, flitting between designated classroom/activity areas - suggested a combination of 'flitter' and 'loiter' as a concept which I expressed as 'floiter. This 'floitering' concept appears to involve both structural (e.g. social setting) as well as behavioural elements and may therefore be a form of bridging concept that relates to involvement- though system concepts typically entail ”relations of power, control and domination” (p. 89).Floitering may therefore also be understood as an aspect of the pedagogy of choice characterising child initiated early years practice. This bridging concept also fits Layder’s note that participants may neither be aware of nor understand the concept as ‘subjective adequacy’ is only required for behavioural concepts (and ‘analytic adequacy’ for systemic concepts). The concept of floitering relates quite well to several observations in different settings e.g. partition screens event, Noah’s Ark event and my poem ’ In a Reception Class’.    Layder refers to Etzioni's categorization of types of involvement within organisations as an example of this type of bridging concept. Gil et al (2009)categorised supermarket shoppers’ spatial shopping patterns e.g. short trip, round trip, wave trip, central trip and specialist, tourist, native, raider, explorer,… in relation to various shopper profiles which also suggests thinking about movement patterns in the classroom.    Possible literature relating to categorizing children's socio-spatial behaviour re possible orienting concepts in relation to 'floitering' - Initial possibilities: Bunting, T (1985) Environmental Dispositions Among School-Age Children, Environment and Behaviour, Vol 17, No. 6 pp. 725-768;  Piche and Royer (1992) A Prosocial Scale for the Preschool Behaviour Questionnaire, Int Journ. Behav. Development 15(2), 227-245

May 2011 (Keywords: semiotics, authority) The Reception class gave the immediate impression of order, space and light. One half of the room was water play and creative, the other carpeted.  The room was like two classrooms joined in a sort of zigzag shape, with the teacher’s area next to the Interactive Whiteboard in one corner of the carpeted part of the room. Well away from the teacher but on an adjacent wall – very imposingly, almost the entire wall was taken up with a pictorial time line (quite unusual actually). The pictures were A4 landscape or larger and quite high up on the wall. The effect was a sort of domineering overseer, imposing order almost beyond the immediate influence of the teacher. This was however more of a contemplative rather than active object.

20/3/2011 (Keywords: active_reading, axiology) The Creative Analytic Paradigm (CAP) values the ongoing reflective encounter at the surfaces of experience rather than the in depth exhaustive analysis of a narrowly focused research question. Objects of experience are regarded as worthy of attention in their own right rather than only as instrumental for answering research questions. Although first impressions and passing observations may be misleading in terms of cognitive mapping, the CAP is a generative process in which ideas and imagination are valued. The potential for cloud cuckoo land and ethnocentric thinking are tempered by the recognition of the centrality of speculative thinking. Professional knowledge is developed, as Schon (1991) suggests, through reflection-in-action which is an interactive process where the developing conversation with the situation leads to knowledge in action. The active reading model of the CAP also supports knowledge creation as a type of conversational learning (Baker & Jensen et al, 2002) either within an information technology framework or through informal conversations during the formation of satellite topics.

2/6/2011 (Keywords: commensurability, paradigm) The CAP is a longer term dispositional concept of research involving ongoing reflective encounters with evocative objects related to the general area of research interest, the primary sensitising concept. Although differentiation of the perceptual and conceptual field and a developing relationship with the research object are primary values, the CAP does not seek to displace other research approaches. Within the CAP the aim is to develop a relationship that involves listening and responding sensitively and imaginatively to the other. Openness to experience, being prepared to consider new or unusual ideas and to manage the uncertainty of not knowing are complementary attributes that are surely commensurate with all forms of research.


9/2/2008 (Keywords: canvas, generative, question, experience) The idea of research without a research question leads in the direction of the concept of a 'conceptual canvas' generated and developed through a process of 'generative divergent analysis' - focusing on the evolution and burgeoning of experience and experiences...

23/9/10 (Keywords: disposition)  Jung & Rhodes (2008) identify three approaches to defining the concept of disposition: 1/dimension of personality such as "attitudes, values, inclinations, wills and habits of mind" (p650): this is the sense in which some views include latent personality characteristics; 2/ manifested pattern of behaviour: this is the sense in which some views require ability and/or skills whereas others refer only to habitual behaviour and; 3/ human qualities which can be cultivated compared to inherent qualities. 
Questions relating to the Creative Analytic Paradigm (CAP) would be: What is the character of the attitude? How does the attitude originate? Is it based on reason? Is the reason rooted in experience? Similar questions arise in relation to the concept of values. One candidate appears to be ‘open-mindedness’.  In relation to ‘inclination’ and ‘will’ likely candidates would be – ‘turning towards’, ‘readiness to respond with reflective thinking in relation to ...’.
28/9/10 (Keywords: contemplation, disposition) Cole & McIntyre (2004) draw attention to the concept of aesthetic contemplation in their article entitled, 'Research as aesthetic contemplation: the role of the audience in research interpretation'. 
  "Aesthetic contemplation is the reflective process that emerges out of the aesthetic experience. Contemplation occurs over time and involves the evolution of meanings as our feelings and intellect mull over perception." (p.2)
The authors identify four dimensions of aesthetic contemplation: the dialectics of active participation - passive observation (where the viewer has a presence in relation to the object of interpretation, which seems to suggest a contemplative state of being)and subjective - objective (which suggests an awareness of the contribution of personal experiences when interpreting an object) ; the relationship of the artist/researcher to the art/research in relation to the awareness of the viewer (this is the sense of the viewer interpreting e.g. the artist/researcher's intentions, circumstances and process) and; the relationship of the individual character of the research/artwork and universal qualities and themes. 
In relation to the creative analytic paradigm the mulling over of perception that characterises the concept of contemplation has its corollary in a disposition to be open-minded and inclined to respond to the evocativeness of the setting in a reflective manner.

26th October 2010 (Keywords: sensitizing concept, heuristic, evocative object) Sensitizing concepts or even sensitizing percepts appear relevant in relation to the formation of satellite topics, which originate in relation to evocative objects. (Concepts are by their nature more abstract and percepts more perceptually based.) Some evocative objects are active and some are related to in relation to the latent evocative potential of an object (which may be a specific physical object(s) or event involving object(s)). The temporal position of sensitizing concepts or percepts within the CAP is affected by this active/latent form and can be prior or post engagement with an evocative object.

  Active evocative object: Where the evocative object takes the form of e.g. a ‘glancing impression’ the object would be actively evocative. The pictorial timeline in the reading area was an object of this sort because it appeared out of place. In this instance the subsequent attention on the object may involve general consideration of the nature of the object/event e.g. reflecting on the function of timetables, recalling pictorial timetables in other settings and identifying any potentially related events. This sort of initial focus helps differentiate the perceptual/conceptual field: in this setting the timetable was at child’s eye level, in that setting it was used interactively by the children at the start of the day, in another setting picture cards were displayed on a flip chart by the teacher’s chair and in yet other settings there was no visible sign of a timeline of this sort. This opening up of the concept is what transforms the initial experience into a sensitizing concept or percept. 

  Latent evocative object: Where the evocative object exists in a latent form the sensitizing concept or percept will be formed prior to the development of any particular focus. For example, the experience of three child minding settings had the character of latent evocative objects and required active attention in order to differentiate the perceptual/conceptual field, starting with broad similarities and differences. In this instance a poem was written to perform the heuristic function of transfixing the gaze and to provide support for the reflective relationship with the object. The incorporation of latent evocative objects supports broadening the scope of the range of reflections as well as contributing to the population of an artfully crafted conceptual canvas.






As I wander through the space
Hands neatly placed in pockets
        Expressionless face
                                       Then pause

Rocking to and fro’, to and fro’
No thought of play or place to go

Do I know that I am standing 
In the centre of the room
        Life going on around me?

Am I listening to the music?
Am I dreaming of the day?
        Do I hear the teacher calling
             To tidy classroom things away?

        Do I notice children passing
          While rocking to and fro’?

What’s this beside me, what’s inside?
       Press down, jump up, look around, 
                      It’s time to go.


21/2/2008 (Keywords: Noah) Whereas the explanation of the sudden and unprovoked prodding of the display by the child is open to multiple interpretations (Gergen, 1994),Lewin's concept of 'channel theory' and 'psychology of the gatekeeper' underpinned by equal attention to both psychological and non-psychological factors focuses awareness on the close proximity of the Noah's Ark and child, with teacher as gatekeeper and 'child initiated learning' as channel... Lewin's view of the role of the environment seems to be located within the behavioural (operative) reactive region of Stokols’ model (in Bonnes & Secchiaroli, 1995); the role of non-human actants might also provide a perspective as this occurred during tidy up time where the class teacher and TA had interrupted the activity and changed the network of relations (re Clarke, 2005).

       Visit to a Reception class
Functional, purposeful, colourful
Inside and out and calm

Standing in the doorway
Sleeves concealing hands




And we’re not moving
  Staying with the Blocks
  Staying with the Towers

And now we’re just together
	Sitting on a chair
	On the seat and arm
No, wait… I’m crawling over there
	        - And back again
And to the winding train

  Staying with the writing
  Staying with sand

Egg timer held on head
And Action Man in hand
Waving sleeves and flapping sleeves fun
Hanging round the areas
Jumping up and skipping






   Spin











  Wait… ?

  Lying on my tummy
                            On the ground
  Looking closely
             From the top
             From the side
  Underneath and all around

  Testing connection
            Container on the back
            But no imaginary ride
                     On the surrounding track

  Absorption in the task
  And detailed view
  

Dimensions: How many instances? What is the relative size of the display e.g. single A4 sheet – covering an entire wall? How many locations are there for the display e.g. one instance – multiple instances? How prominent is the display e.g. behind the teacher’s chair – major centrepiece.
(See Annex 2 – ‘Unfinished resources/Display’ -  for the most up to date version of the taxonomy)


21/2/08 (Keywords: Noah, Lewin, Stokol) Note about Lewin's role for the phenomenological field context, ... ... .... "...Objects, activities, and, especially, other people sent out lines of force, valences and vectors that attracted and repelled, thus steering the behaviour of the person." (p.43 in Making Human Beings Human)... ... .... "... the motivation that steers the person's behaviour inheres in external objects, activities, persons and groups, and, to the utter confounding of the practical doer, where the content of all these complicated structures remains unspecified." (p.44 in Making Human Beings Human)... Although Kurt Lewin was developing his field theory in the 1940's it does draw attention to the significance of perceptual experience of the immediate environment. A simple illustrative example suggested by this idea of the motive force for behaviour having roots in the immediate environment is one child's response to a Noah's Ark interactive display while listening to tidying up music in the background . Whereas the explanation of the sudden and unprovoked prodding of the display by the child is open to multiple interpretations (Gergen's (1994) view of the role of social theory is relevant here),Lewin's concept of 'channel theory' and 'psychology of the gatekeeper' underpinned by equal attention to both psychological and non-psychological factors focuses awareness on the close proximity of the Noah's Ark and child, with teacher as gatekeeper and 'child initiated learning' as channel... Lewin's view of the role of the environment seems to be located within the behavioural/operative/reactive region of Stokols’ model (re memo entries for Bronfenbrenner); there is also a suggestion of the role of non-human actants from Latour's  (1987) Actor Network Theory (related in Clarke's Situational Analysis): this occurred during tidy up time where the class teacher and TA had interrupted the activity and and changed the network of relations. ....Kathleen Stewart's Cultural Poesis: The Generativity of Emergent Things (in Handbook of Qualitative Research 3rd ed, 2005) links well with Sherry Turkle's Evocative Objects. 
5/11/10 (Keywords: Noah, Auge) Reading through Buchanan's review of Auge (in Non-place: space in the age of supermodernity) drew attention to the reinforcement of individualism potential of non-place by "offering a kind of anonymous space that cannot be owned, that cannot be invested in emotionally, but which is nevertheless able to make one feel modern, important, at home even." (396) This reminded me of the boy standing next to the Noah's Ark display. Where was the display? From the point of view of supermodernity the display could be regarded as occupying an 'interchange' particularly at tidy uo time. It was located quite centrally: teacher's area in front, reading area on one side, maths area on the other, sand area near the wall by the door etc. so theNoah's Ark display was surrounded by transition space, a place en route. Yet during choosing time activities theNoah's Ark area might possibly take on the role of 'crossroads' or meeting place as children move between different activity areas or occupy the transitional space as a roadway for a remote controlled car, linking with the idea of relational space! 


15/3/2008 (Keywords: orienting, sensitizing) Auge (1995) used the concept of supermodernity to analyse the human condition in terms of place and non-place. Although the focus of Auge’s account is the world at large with examples taken from airport lounges, supermarkets and motorways rather than school classrooms, this particularly insightful contrast of anthropological place with non-place does also seem to provide an appropriate analytical tool when reflecting on the Early Years classroom setting. The concepts of ‘identity’ and ‘transit’ relate well to the location of the partition screen and the behaviour of the two girls wandering between designated classroom areas. Auge’s concept of non-place is a potentially useful orienting concept for reflecting on the observed behaviour of these children. It was interesting that they chose to occupy this non-place in preference to one of the designated and designed areas. (NB. The Partition Screen event was developed into a satellite topic and is included in the Satellite Topics section)
5/11/2010 (Keywords: Noah, Auge) Reading through Buchanan's review of Auge (in Non-place: space in the age of supermodernity) drew attention to the reinforcement of individualism potential of non-place by "offering a kind of anonymous space that cannot be owned, that cannot be invested in emotionally, but which is nevertheless able to make one feel modern, important, at home even." (396) This reminded me of the boy standing next to the Noah's Ark display. Where was the display? From the point of view of supermodernity the display could be regarded as occupying an 'interchange' particularly at tidy up time. It was located quite centrally: teacher's area in front, reading area on one side, maths area on the other, sand area near the wall by the door etc. so the Noah's Ark display was surrounded by transition space, a place en route. Yet during choosing time activities the Noah's Ark area might possibly take on the role of 'crossroads' or meeting place as children move between different activity areas or occupy the transitional space as a roadway for a remote controlled car, linking with the idea of relational space! 
(NB. Note for reader of the thesis added 18/2/2012: This area is greyed out because it is duplicated in the previous search based on %Noah%)
5/1/ 2012 (Keywords: Layder, orienting, bridging, Auge, floitering) My observation of children playing in the in-between spaces (Auge,1995), flitting between designated classroom/activity areas - suggested a combination of 'flitter' and 'loiter' as a concept which I expressed as 'floiter. This 'floitering' concept appears to involve both structural (e.g. social setting) as well as behavioural elements and may therefore be a form of bridging concept (Layder, 1998)that relates to involvement, underpinned by a pedagogy of choice (Blumenthal,1999) characterizing child initiated early-years practice.

Initial ideas evoked by The Environmental Challenge Displayed: The potential organising influence of the environment is reflected in the construction of the poem as a shape poem. The multiple connections, emphases and suggestion of challenge are resolved in the orthogonal structure

 Data
  Data within the Creative Analytic Paradigm (CAP) arises informally through observations, conversations and semi-structured interviews. Data also includes retrieved memo dataset entries and reflections arising from existing literature. The word ‘arises’ is preferred here to ‘collection’ as the latter suggests a more purposeful, focused and methodical activity. Within the CAP data arises through a form of contrived serendipity rather than from a pre-planned systematic approach. Cultivated openness to experience and engagement with the broad area of interest leads to noting glancing impressions, initial ideas, ‘bafflements’ and ‘memorable moments’ (Brown & Jones 2001) either as brief descriptions or as poems, which help maintain the experienced moment.
  The CAP involves developing a relationship in the form of reflective encounters with the broad area of research interest. The value of contrived serendipity is greater responsiveness to the research object which may reveal itself in subtle and unpredictable ways. The unhurried dispositional nature of the research can resemble the way human relationships develop over a period of time through the complex interplay of group dynamics. Valuing-the-other means listening, responding and risk taking. Systematic interrogation of the other is alien to this evolving relationship. Valuing the other can mean valuing ideas emerging through relationship with the other. Rigorous analysis of contributions may be of less interest than the flow and liveliness of the relationship itself.  The being in relation to the data is facilitated by the artfulness and skill of the researcher i.e. creating the conditions where this ongoing relationship can develop. 







Quality of the learning environment
	Perspective of the EYFS
	Relationships with parents
	Concept of quality e.g. Dahlberg et al (1999)











        Classroom as the third teacher:

•	Structure/… independence/… relate to Derrida (binary analysis)
 
•	Independence/…interdependence - relates to discourse of quality re. cultural values

•	Self regulation/… relates to Foucault (Insidious disciplinary technologies and ‘bio power’)

•	Discourse of parental involvement relates to Laclau & Mouffe (hegemony/antagonism)

•	Broadening the concept of reading or learning mathematical concepts  (strategies from semiotics)







































































Signs of the familiar world beyond the school walls- 
Cushions, covers, soft furnishings, green plants and windows, 
Toys from my home, 
  Teddy bears and dolls, 
    TV screen, computer and home corner; 
        my photo,  smiling faces and signs of welcome. 
                          
Signs of the strange – number lines and alphabets, tables in blue, green or red (Not my favourite colours), 
  Lists of rules that
     I can’t read, 
      Lots of adults, 
        Lots of other children.





















  Wait… ?

  Lying on my tummy
  On the ground
  Looking closely
  From the top
  From the side
  Underneath and all around
  Testing connection
  Container on the back
     But no imaginary ride
     On the surrounding track
  Absorption in the task
  And detailed view
  

23/8/11 (Keywords: role-play, toys) The following extract from my interview with a university tutor suggests it may be appropriate at times for teachers to intervene in children's play. Rather than simply leaving children to play with toys teachers may be able to create conditions to maximize the learning potential of toys, 












Lying on my tummy
  On the ground
  Looking closely
  From the top
  From the side
  Underneath and all around
  Testing connection
  Container on the back
     But no imaginary ride
     On the surrounding track
  Absorption in the task








^1	  The abstract for my University of Worcester ‘A Space a Place’ conference presentation 21/6/12 is included as Annex 3. Preparation for the conference involved revisiting the themes originally developed for this satellite topic; led to more specific exemplification of Auge’s characteristics of Supermodernity; and also introduced references to Relph (1976), Tuan (1977) , Canter (1977) and Ellis (2005). 
^2	  The PowerPoint presented at the University of Worcester ‘A Space a Place’ conference 21/6/12  included as Annex 4 includes the ‘Visit to a Reception class’ poem, drawing attention to the concept of ‘floitering’ and also to Relph’s (1976) concept of ‘existential insideness’.
